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lln_ParéAI and Appendix A to this paper we have presented a pupil-centered : |
model for research on teaching effectiveness. ' This model utilizés the natural §
setting of the classroom and incorporates current educational practices.
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If some ancient and enterprising Greek had thought to ask the -

b ) . |
,4 _ ;Z‘racle of Delphi "What are the characteristics, attitudes, beliefs,
: /ccnpetencies, skills and above all, behaviors, of an effective teacher?” .

/ the history and the state of research Sn the quest:ion of effective

) teacl'd.ng would surely be far different than it-is. - If, as we suspect,
| there'was less than divine msdan operating and the oracle had res- e
!\ ponded with a definitive description of such a universally effective

& o teacher model, we should éurely have recognized it for fge myth that .u:
% isalongtj:l\eago. Mostcertainly,wemuld have recognizedthewtm- =
logical and monolithic nature of an ideal model as our public education |

system mtpandea to include a broader range of age groups sorted into |
gra&es and levels, and Lroadened into a nultxplicity of subject matter, |
; curricula and tracks. If edwatimal researchers had been confronted "
with such a myth, not of their own making, then surely they, like | o
researchers in other areas, would have been profitably engaged from
. ' the very brginning in de-nythologizing the demigod of the model teacher
to‘tmcovert:hetruthscaughtupinthatmyth.. v
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But &xedql'iestim was never posed to an ancient oracle, and the
| effectiveteachinghasbeenasarﬂmusandtortmusasanycreekhems
‘ o : search for his prize‘ The idea, or in truth, the vision of a "model,"
i .7 "jdeal," or "effective” teacher, apart from theories of teaching and

ﬂ'i : ~g1egiesseemtohavespifmgfungmmfmnﬁ\e:esearchcan-
| mamity iteelf. And, like the face of Helen that launched a thousand
shipe, the vision of the ideal teacher launched a thousand or more
research si;ud:.es questing for those characteristics (called presage

| * yariables by researchers) that would personify that monolithic model.

* ' | "lhe Beardx was underway to identify any characteristic--sex, age, -

| eﬂjnicity, peréonality. educaticn, experieme, socio-econtmic status,.;
comrittment o teachmg-anytmng that would prove to be a universal
" . {:fedicbor of pupil achievement and a ¢haracteristic generic to effec-
tive teachers. Buttodaywecanexmmethereportedresearchand ]
E | sive rev*iews of that reséarch (Barr, 1948, Ryans, 1960;
;& o Getzels and Jackson, in Gage, 1963;. Rosenshine and Furst, 1973;
'mnkm and Biddle, 1974; Medley, 1977) and still £ind unanswered the

-questim posed by R. E. Gotham in 1945 (Barr, 1945)

that ~néa.sm;able relationship exists between a teacher's
. personality as appraised through the use of certain rating
‘scales and as measured» by certain tests of pe'rswqil,ity,

and her ability to produce measurable changein her
»:
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pupils? (p. 157)
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Y possible to do larger studies with fuil—time irwestigators , A

What this body of past research tells us is that, Eaken singularly,
‘none of these presage variables consistently predicts a posit:.ve gain
or change in pupils. It does mot tell us how teacher characteristics

cmnges in pupils or how thése d’:aracteristics could be ?aedt:o inform
p:oeessofteachert.raining Because of theseand%therpmblens
. in applying this model, it is hardly surprismg that ed
researchers have changed t.he focus of the search from er charac-
teristics to teacher behaviors. |
'I’heqt:estim forst\ﬂyhas nngecome "What measurable relation-

teachi.ng effectiveness has been characterized by the shi -
we have just deséribed, and by increased funding. A grea u of the

',hasoaaemmereaemgovemmtosupport '
investigators and institutions established by the Federal ‘,

for the express pirpose of advancing research. This has ady

made both expertise and tedmological equipuent moxe accessibl
" It does not seem mreasonable to expect this cmbi.natidn &
expertise and mitures 10 materialize into a sound fomdati@h of «

[ -
¢ 1

researéh informatiun that will be useful in informing B
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policy mkers teacher education program developers, or competency-
bas“eﬂ perfarmance standards for teachers and pupils. But to put it

| bluntly, t-.hat broad and that applicable, and that sound a research
' fomﬂatim has not yet been acmeved There is credible information

relatad to very specific areas of research; there are several strong

derlved tmm cumlative reseamh Findings; and there are a

mﬁber of studies that offer some supportive findings for theoxy—

"based hypdtheses. With careful attendance to Linitations, all of this '

information can be helpful to those responsible for policies, practices,
an& pmgrms in public edwation. It is the intent of this paper |
to provide that information, taogether wmih those 1nte:pretations

, and eaqalamtm that can /legitmately be derived from the current

Lo

research reported in the literature.

Lﬁnltatims of t.he Research

one of the most pewasive limi.tations of the research in this
area is that which applies directly to the breadth of the information

| base and, therefore, to the, appli.cabihg of the research-based infor-

mation——namely, that the bulk of the research is concentrated at the
primary and elementary levels, and is noticeably laeking at the

junior high and seocondary 1evels. Within these levels, there is again
a concentration on two subject—mtter oontexts, readmg and xrathenat:ics,
and almost total reliame on standardized achievenent t.ggtg in these

two subjects as criterion measures. But while these limitations are,

o__f course, restrict_."we, they copld al: ) be considered a reflection of

the responsiveness of the regearch community to the present concerns '

L
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of today's ed\x;at-nrs who are intent upon irproving the basic skills
acqﬁisiti&\ of al]\. pupils.

Another limita{:ion that must be considered relates to the "sound-
ness” of the sttﬂles that voonprise the foundation of research~based
infomtim There are a great mmber of studies done each year that

-
]
-
-
¢
3

& ) appear :I.n journals or as unpublished dlssertatxons andal;m.xgh mny of
SR them make for interesting and provocative reading, they cannot meet

"  the necessary criteria of genefalizability or reliability’ that mst ‘
;i g * be applied in creatipg an mfom\ation base. This smply means that

l;, aoneatudiesaxedoneincircm\stancesﬁntmketheirﬁnﬂinqsw

f ific to that one research popm.at.im. same use instnmmts of qﬁestion-

fz:“‘ . | gbie reliability or validity, and, more often, studies are reported

y, vithout alequate descriptive o definitive information With fegard

populatms, procedures nethodologies. and the variables -
mﬂersttﬂy Inareemtreviavofcurrentf“ .

sarch literature in
F t:he area of teacher ef;fectivaness covexing 289 studies (Medley, 1977),
% S
3 - only )4 sgrvived the applicatim oF four criteria ‘that the author
é .

2

3

N
cmsidereﬂ essential to the formation of a sound res hag

The final, and probably most important, 1imitation af;,tht present
. ':'eseardahaatoaowithqmmicatsons that must be placed cn even
s _ that which ds considered to be "soud" research. The purpose of the
% ] mjogity of the current stu@ies is to identify relati‘.mshibs between

i

b

k
.
-

teacher behavior and pupil outcomewhich take the .form of process-
.product studies, reporting their }indings as pz;oceg‘s-prodwt correla-
tions. Correlational studies do not. establish cause and effect
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zelatimships Even if the same relationship between a process and
~ variable is: reported under different circmstances, we will

have advanced our knowledge of circunstances, but not proof of a cause

anC effect relationship between the process and profuct variables. '
Since eﬁfective teaching implies causation, it is important to note

that such behaviors "mist ultimately be derived from experinental

rather than correlational studies, so that causation can be inferred" |

(Borich, 1977, p. 11). |

It is from this predlctive" element of correlational research

studies that useful interpretations are inferred, and it is the re-

sponsibility of the interpreter not to extend interpretations and

awlicatims beyond the circumstances of the cited study without at

least calling attention to that deparrt:v.n.:eT

These limitations and quangicationé will explain vhy there are

few, if any, praeular proxnm\oa@ts provided in this paper An

awareness of these limitations may also serve to i.ncrease'a reader's
.. tolerance. for the constant.ly hedgmg language of appears " "seems to - ..‘ ”
‘ indicate," and “suggests" that can be highly irritating after a very
- short time. 'I’his language will be most noticeably present vhen we are

considering the research on the relationship between teacher behaviors

and pupils' self-toncepts. Althought the scope of the reported research k

is not as limited by grade level or subject context, it is considerably

more limited by the inconsistencies of defined or described dm\ensions

[}

of the studied variables and the validity and reliability of the
. instruments employed. However, we can state, without gqualification,
that slow and cautious though the progress may be in identifying

’
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| miatidnshix:s betweeri teaching behaviors and pupil outcomes measured
- by dlnnges or gains in acadenic performance (cognitive grite:‘ia) . it

is at full gallopmencmpareatothe progress so far attained in
the search for relationships between teacher behaviors and pupil
outcones measured by gains or changes in seff-referenced dimensions _

- (affective criteria). _{t | ] , ' b_ '

There is a substantial amount of information to be considered )

even in the light of all t}:e foregoing imposed limitations. In only
14 studies, meeting all of his apph.ed criteria, Medley (1977) still
found over 600 important relationships between teacher behaviors and
pupi.l outcomes. Fortunately, a great nutber of these relationships

appear acrqss studies and can be considered together.

i -- /

- Bvery pupil has eocperimc 4 first-hand both the affective aspects

Of cognitive activities (e.qs, being asked, from the beginning 6f his/her _
Wlmge@erience, ‘-"Hw do you like scbool?")- and every pupil has T

simi.larly asked,~ “and how are you doing in school?"). ' Bducators have
16s0pt cally recognized the unity of cognition and affect in the
é;lassman experience; but in classroom practice, as {n research, there
s often an imposed dichctdmy of the two.
~ vhat t0" teach and- how touteach it best are cpgnjit_:ive objectives;
bt learning the cbjectives, in the way that they are taugpt, is an
experience that 'inc,lwes not only ocognitive i:mt affective components.
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‘ By far the majority of the research has addresBed the cognitive side of .
; : the equation, because edwatiion has been interpreted as ptimarily a o
L cognitive apeﬁemeandthe p\utgose of research is to improve the
. | Jucts. I&latively 1ittle attention has been. paid to
., tprbvements in the affective products of education.
E ;; inades wacy of such a dualistic approach to the excerience of®
1 schoolirg is canght in the following quotation from Piaget:
f o . There is a constant parallel between the affective and in-
r | tual 1ife thronghout: childhood and adolescénce. This state-
b ment will seem surprising ondly if one af to dichotomize
i ﬂxeli.feofthemmdintoamtionsandtlnxghts But nothing
g’ ' ocould be more false cr more superficial.... "
E. | Of course afﬁctivity is alwasrs the incentive for actions ’
A Ashwe,aﬁfectivity assigns value to activities and distrikutes
] " engrgy.to them. But affetivity is nothing without Dftelligence. “
Intelligmce furnishes affectivity with its means and clarifies o
.  “Intelligence, thus nefther begins with knovledge of the
i self nor of things as such bug with knowledge of thieir inter-
; action, and it is by orienting itself thus simultarieously -
*  toward the two poles of that interaction that intelligence

organizes the world by organizing itself. (quotsd in Rubin,

_ 1973, p. 142.)

o = .
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) The questlon for educatjonal pohcy makers is, accordingly., '
. *Bow can a pubhc education program be simltaneously oriented -toward
these two. poles iri order to produce knowledgeable st\ﬁents‘” We have | | . .
i - always expected our pu:oqram and policies to produce students with .
; certifiable levéls of academic achievement. We have always expected
' the experience of schooling to produce students with respect. for learn-
ing, vespect for authority, respect and value for property, and a value
3 | for honesty. "Good® schools afe those that have records of consis-
. tently high academic achieverent and conéi_steqtly low records of
%‘ e pupil disciplinary problems.: "Poor" schools are those that reverse ‘
! the highs and lows of these go categories. Both Of these categaries,
- ng and discipline, are solid representations of very real pupil
They do not represent the dichotomy ofcognitiveand’ L |
sts of education, but the very real paraliel of the  ° - )
im:ellectml and the affective as it is experienced in the lives of .

‘students. They have good schooling experiences and poor scl'noling
eriences; ﬂmygetgoodedwati&xsardpooreducations‘,
The paralleling of the cognitive and affective should occur in the .

" schooling, experience, but this is where the dichotomy is most often
i.ttpoeed It is imposed by those educators who think of education only

S
LT 20 I
~ "

i terms of "trade-offs" between éggmt:we and affective outcomes. It
is also imposed by those educators who think of cognitive objectives
as tnatural intrusions in the idyll of childhood. To maintain simil~

-~

taneous orientations isnot to polarize on the égr‘a.i‘lels, but, to utilize
them for the pa:ooess of creating good ed\icational eaq:erienées.

T L il i B ey T s




s - In the face of declining scores on readingand mﬂxematics tests |
as a natiomide phermenon many educators;and policy—n\akers have b’ o | B
_»called for an ﬁunsdiate "pback to basics" move,'a credible but only
partial soluti.on to. the problems revealed in those scores and i.n

~ other surveys of itéracy and delinquency: Tt is not difficult to -

v says ”PriottOpramtimfmonegradeleveltothenext, all studer\ts . »

| Tust Gencnstrate grade level proficiency in the content: areas of .

reading, mmgms, and language sknls in.accordance with the |
standards established by the Tests of Acadenic

Pchievamt " fThe difficylt task will be, as it has always been, . to

Ie

' taake the values, beliefs, and goals exprsssed' for pupils by society
the operating vnues, beliefs, and goals of all pwpils in the "
system. Lo '
socioecotnﬂic Status (SES) as aPredm.ctaor of Pupil mieme

| M: present, the best predictors of pupil acadanic achievumt are
pupil IQ and pupil SES. mpz.l IQ represents ﬁgyogﬂitive, and i.ndicates
the potential for achievihg academic objectives. ?upil SES is emprised

* of. a plexus of enviromental and experiential factors (inrlud:mg values,

2
e -
5%,
.
w
Ay
e
i
i
"
o
SN
4
T
.
g
-
.
-
49
5
;;,,
F‘""' .
P .
b
e
-
'»a
i
v
.
(-
.y
i s
I

i il

i . beliefs. and goals) that represents the affect:ive. :

; ' Pupil SES predicts not only academic success or failure, it: pre-

diots life expectancy, mental and physical health, Juvenile delinquengy

and adult criminality, property owner .hip, and e'lploymenm It isa

fact of our national 1ife that low SES as a category subsmes, with .
t , | . but few exceptions, all of our cultura‘l and racidl minorities. The

" word "g.\pil" has no influence over the designation of SES, and if SES .

<
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is a pred:.ctor for t.he nature of peoples' life ekper:.ences, it hardly
seens reasonable ’ to e)oenpt SES as a predictor of the nature of the
schooling experience, while usmg lt as a predlctor pf the out:oones.
It is pupil SES t.;at largely accounts for a ptgéil‘s match or
mismawf\ with the instxtutmnalized language, culture, values, be-

havioral sd\em, and concept formations found i.n ‘our pubhc school

" systems. ' Our pubhc sehools»are all representatxve of middle-class

Averica, vhether they are located in rural or urban, high or middle
or low econoinic areas (Yee, 1969). (The high, middle, or low SES

des:.ghations for schools used :m educatlonal research refer to char-
acﬁer‘istlcs of the pup:.l populat:.ons and not to the values, belxefs,

or goals that will be encountered by the pup11 during the schooling ‘

?

o - L

&'a&icatﬂng sm as a Predlctor of. Achievement '.',

eation stated: . "l -

Ih a recent artlcle the Director of the Nata.bnal Institute of BEdu-

-

- ) *

¢so in arguing that‘it iT mreasonable to e.xpece education by
itself to equaliZe income:and eliminate- socidT class, I am not
. taking the position that'education should endorse the status quo.
' 'lbthecontraxy oneofthemjorgoalsoftheNIEistnpmnote
eqmlity of educational opportunity We limit our charge how-
ever, to redncing the predictive value of race, sex, and class

.on Qcadenio performance.  (Graham, 1979, p. 26) -

-

‘-
13




12

Certainly the eradication of these‘va'riables ‘és “p;édictoré'of p'er-

E' k ’ formame is an admrable goal. The problém, hcmever, is that SES pre- - |
! dicts not only achlevement but also the nature of the expera.ehces wtuch - v
: o | pupa.ls w:.ll haye J.n the classroom.’ Puplls frbm middle and hich SES
L backgorunds will have values and learned behaviors largely congruent
; with the values and expected behav.l.ors of those classrooms. Puplls v -
o from 1gy SES backgrounds will have values and learned behaviors largely o
' atoddsw:.ththe classroom milieu. When SES is used in researchasa .

global pupil d\aracteristlc, it does not dlfferentlate bet;weer\ those -

p.zpils whose cognitive abidities are madequate to the learning tasks o
S (1) and those pupils of adequate ab:.lity whose values and ‘attitudes
\ render the leamzhg tasks themselves irrelevant. ’ g ' o
- : lbéeai‘ders, then, ‘have used SES as a global characteristic sub-

wning both cognitive and affective aspects of the educational process.-

) Do teachers, -who are in charge of pupil experiences, fise ckiteria that
o Qo within and beyond pupil SES to make their predictions of. pupils'

L4

academic successes Or “failures? willis (1972) identified four criteria
that teachers use in predicting achievement. ’ i
" . Accordi.ng to mllas, the four criteria most highly correlated with
accurate teacher estimates of pupil performances were (1) *attention to the "
' teacher," (2) "level of maturity as assessed by the teacher,” (3) “self-
. confidence," and (4) “"ability to work without supdrvision." ' These
were described as initial assessment criteria, that‘ is, crit_:erfa used .
béfd/re teachers had access to pupil information and before they had
speﬁt much timp; observing and interacting with pupils in the classroom.
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The first criterion, attending to the teacher, is a pupil fesponse
/ t];at would demonstrate, if nOt an interest m the subject, at least
a value 'for the t.eacher's authority and proper performance of the
pupil role, in other words, obedience. The second cnterion 1s one
again of appropriate, social behavior within the ®1assroom oontext
- It is "immature" to fight, grab thmgs away, destroy or misuse property
talk out or use an "outdoor" voice, and 50 on. To be self-oonfidmt,
‘the third criterion, is to be able to handle t.he ‘exigencies of being a
‘Pupil witheut having to rely’ ql other pupils or the teacher; and the |
fourth crﬂ:erion, the ability to work without supervmsion, has within
it the ability to follow directions, to apply learned skills, and |
not become a dis.ruptive nuisance. In other words, the pupil who o "
' rated high on all four of these criteria would have a pretty good grip ‘
' 'on the pupil role, reasonable mdersbandmg of the pupil's place and
purpose in the classroom, and an interest An what was going on. It
18 clear then that teachers use a rodel of pupil behavior defined
| largely in middle class terms to predict pup:Ll achievement in their
classroams. * ' A o ' o~ ¢
. These are si.nply not the behaviors of low SES pupils as they are -
. ‘veported in the research literzture. For example, Rist {Note 1), who did
what would now be described as a study of a classroom "ecosystem, "
.- observed a black kmderga:den teacher and her 30 black pupils over *
an extended period of time. He found that pupils who were from ‘
_ tanilies with higher incone levels, higher. education, better dressed, . ¢

DU ¥ S . b
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speakmg m what was described as "Standard American English,"

A

o
:
3
4
b

E“" g were placed at t.he table nearest the -teacher and assessed by the teacher |
| ' I. as havipg’ myre "ability" to learn. Pupils at the other two tables who~
' ' spoke in a dialect were described as "not having any idea what was

T

going on in the classroom." The teachér presented the lessons directly
éo,’;'able 1, interacted with them far more frequently, and gave them

more praise and priveleges. Acco ing to Rist, these pupils were sent .
" on to the first grade-and vere contThued-in these "ability" gmupings )

in splte of the fact that some: puplls from 'rables IT and III scored
) hiq}pronanIQtestgivenattheendoftheyearthansm\eofthe
pupils at ‘rable I.
" In-a more recent study, Copeland (Note 2‘) offers this descrip- . j
4 tion of mo classrooms and tflze pupil behavior observed

S TR R e e A SPTTT M E meL e
. e .

. Classmm A, a fourth grade class, was located 1n a

N
% : o

racially and ethnically mixed school and contamed a large

5 . pmportion .of under-achieving students.

a . Classroom B, a third-fourth conbinggion, was located in
a school in an afflueent, Tupper-nﬁddle and upper class neigh-

' borhood “The students were from predom:.nantly profession—
oriented families. Though some students éxhibited learning o

difficulties, the majority were at or above grade level in

achievement. | " |

;[n' the subsequent descriptions of pupil classroem behavior, Class-
room A pupils are described as atter;ding to the teacher oniy if located

near the teacher, and Classroom B pupils as attending in the inajority , ' ..
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whe;'ever they were located. Pupils in Classroom A called c.mi:("_shout;ed"-

is the wol'd used) their answers to ‘teacher questions without permis-

sion and answe_réd when they were inclined to do so. Pupils in Class-

room B raised their hands for pent}ission,and waited for permission to .
In their research on effective teaching, Brophy and Evertsm (Note 3) -

Az R = o SR . . , v -
R 95 TN WL VAR SR P SN Ny WG SR O L

found that less effective teachers of low SES pupils had more disnﬁiw
and deviant behavior in their classrooms and used more criticism and

+ zi___, ) .. ;
Al et b

cmtmlli.ng statements;’ wh:Lle more effective teachers had less deviance
and disruptim in their classrooms and used less criticism and ocon= )
trolli.ng statements.

ophy and Evertson research provides a good illustration of . B

the oouplexities involved, in mterpreting correlaticnal studies. R o

Ranatberi.ng that more and less effective teachers were~de£i.ned solely - ’ - 3

by pupil, achievement gains, we can make two diffemnt hterpmtatima

ofthecbtaineddata. mthecnehand, caninfa:tl‘latmreeffec- '

tive teachers mintam more orderly classrooms, with pupils who meet the | . e

four criteria discussed above. Or e can infer that less ordetly |

pupils, not reeting those same oriteria, result in less effgctive » :

mcrhsg behaviors, i.e. lower academic achievexmt. e '
As another link between pupil SES and teachers' expeobatims or {

prediotjms of mdemio success Qr failure, Mazer (1971) found that

teachers given pl’setographs of male and female, black and white pupils,

'with sets'of SBS descriptions alternated among them were inclined to

use pupil rather than sex or race as thé basis for predicted

academic performance. | ' o |
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'l'he regeareh on teacher effectiveness does not, as a rule, |
”’leek at anyt:hing bm: pupils’ academc achievement in relation to - | ﬁ

mﬂ : wed‘teaéher behaviors or practices, The zealm of tapil- ‘exper— -

ence and the i:rpaet of certain behaviers on pupil self-conéept is, | - Té
'?t: this time, largely unexami “. There is evefy reason to believe o | B | ;%
that, a8’ the widence is aeeumlated, and as repeated questions are | “
raised withreqarﬂ to the differential effects of certain teacher | /

‘bl shavis ors .on aifferen'é: types of atnﬂents, and possible conﬂicts |
| between cognitj.ve and aff ot
E matim will be aeveiopea in that area, alohg with a more adequatie
‘ - oo ept Of teacher effectiveness. After mpking a comprehensive
" og the studies in teacher effectiveness. to which we have alreaﬁy
P erxa—m'éy“ (1978 Faiesd ﬂﬁeemgffb‘“*””‘ i S
| _ me largely tmanswere& question about the nature of
teacher effectiveness is whether a teacher who is effective in

e outeoms, a scmnd basis of research

pu:oduomg me kind“ef géin wj.th one kmdoﬁpupn may algo be
xpected to be equally effeetive"in producing other kinds of .
gains with other kinds of pupils. 1s teacher effectiveness

S | general or specific to the kind of pupll taught " and the

' - kirﬂ_ogwtwue m_eas_med?,, 'I‘his point is o: partieular inte-
rest as it applies to cogmtive versus affeetlve outcomes,
Do teachers who prodwe reiatively rapid gains in reading and
arithmetioc do so at the efense’ of pupils' attitudes toward
school ‘or their seif-esteen? (p. 18) -
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.
This is a timely question since of the 14 studies inéluded in"
his reviewp five used only low SES pup11 populations, four were -

- studies done mth only high SES subjects, and the rmm:mg five used a
'caﬂaj.nation of high and low SES pupils for catpanson |

| What the educaton considers an educational program covering the
sczyol mrriculun, athletics, aesthetics, and social events--the
Vj.moes What researchers consider to be variables of the

e t;h"--teachers' praising, quest:,oni.nq, sequencing, Qroupmg,
and classrocm management behaviors-—the pupil experiences. ‘Ihose

experiemes can be pleasurable or pamful, satisfying or frustrating,
ma.ting or boring, threatenmg or affirming, and--educat

Wemuldsuggest,trenﬁxatﬁmedesiretoeradicatesmasa |
or of pq;il academic adxlevemntnustbeprecededbyawiuing\-

-.—-——. e "-""1-—. — e ——

regeamhthe nature of SES as a predictor of - —
the p@ﬂ.'s sd'aoo:ling experience and by a @nmgness to explore ways
: tO moaify thoae experiences which take pupil sm into- account Bya,

: sudiamurse,wemnbeabletogéwithinarﬂbeymﬁpupﬂ

“pre—oo:ﬂition of "not lmowing” to a post-condition of "knowing,®
aeeordame with a prescribed curriculum. The pupil is always the
target Of chanqe in éver:,y eduwational process, and the schooling

* experience is the treatment designed to effect the presc:ribed change.

TP TR D G R TU IS ¥ I
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It isy tt;érefore, the pupil's chéracteristics as a learner that must
be aﬂﬁressed by the treatment, or educational process. 'mis para-
digmcanbed:lagtamedasaverysmple changemdelasmtedin'rable 1.

T / -

Insert'rablelhere

§ If by applying this cmstruct, ve can ‘preai'ct from pupil char-
istics to'po:sitive and negative pq:il outcomes, then we have
: If the

25, Hmmcansuspectmetreatzrentand/orthemswcessﬁn _ .
- wbecmés as baing matched or mtched to pupil characteristics.
T If pupil SES is used as a global descript:or of pupil characteristics
to preﬂict successful or unsuccessful pupil outcome, we camot ascertain
| r the outcome rejates to pupil learning characteristios or to
| o '; «éxpei'imtial and mvirom\ental charactenstics or both We can only
" conclude from such predictions thateithertheproce&sorﬂ\epxe-
scribed outoomes or both were matched or, umatched with pupil charac-
| teristics. - ' \

- .
- :'.ﬁ

. Appendix A presmts a model for cona"éptualizing teacher effective-
ness’drawn from Table 1 and based on input variables (pupil character-

~ istics), change process variabl:q(ieacher characteristics, subject

d i'matter) and outcome variables ( jve and affective pupil outcome

T e T

imasures) We have atha'rpted to ptovide a reasonably complete list of
. the input change process, and outcome correl;ates of effective teaching
_ and, vhere possible or apefbpriate, we have attempted to indicate possible
. ranges of values or oconditions uwhich each variable might assume.
g ‘ o .

.
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" The Change Process -

mout Pupil Schooling

P@il Characteristics 'rreatment‘ 'reacher
Behaviors, Pract:ioes

etc. ; Subject content

Positive/ﬂegabive npact
on Pupil Perfomance/

Sel£-Concept
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| . * |
Most. irrpo;tantly, we consider the fate of each variable as it has been: y
treated in the research literature. - | !
" Evidéme’ggpf the efficacy of public education as a process for
. pupﬂ change has lcng been at hard. The majority of pupils enteﬂnq E

| this process have changed in accordance with the standards of pre- )
S aeribed ms. T™wo types of pupxls have failed to change: (1)
‘ thoee “who were unable to attain the objectives at the prescribed pace .
due to their cognitive abilities; and (2) those who were cogmtively . ‘ *é
“able but mtehed to the process and outcorres by virtue of their g
" experiential and environmental charaeterLstics.
3 Ifwearebonlpmvetlwprocesstoaddmssthemedsof all '
pupils, it is ingortant that the process be examined as the expe: o
E - ance of pgp_ls. which is a oonstant parallel of cognition and affect. e
E, " Since the process of education has both cognitive and affective | ,a
! compéhents, it becomes inportant to consider how these -are related in - ‘f
,f the schooling e@erience Weinstein'and Fantini (1970) have argued . -
? that the concept of relevance performs this. function, relevance being
b defined as a general or overall congruence between the purpose of the °
classroom experience and the, experiences of the pupils in that class-
; . * room. - "It is our general hypothesis that relevance is that which
r | connects the affective...and the oognitlve . .aspects of learning"
E’ ' (p 2}) The aim is for balance or harmny bétween cognitlon and *
r affect, rather than overreliance on either.
:ﬁ‘%‘ - . ’ {

The teacher in ’ classroom is. charged with being the main instru-
ment of change, supported by an institutional system that provides and
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maintains the teachingblearning environment. The major function of
the mstitutlm is to vest the teacher with a nsible authority over
> the pupils in the teaoher's charge. Most pupils know that behind the
teachers mtheclassroanthere isapowerthatextendseventotheu
parents. ‘As expressed by McDermott (1977), wheaching is :.hvariably
a form of coercion (p.198)." |
~ It is apparent in the interpretations of research results offered

by research investmtors that effectxve teachers are those who judic-
iously apply their power of authority in maint:aming a classroom free ‘
from disruption, off-task behavior, and other J.naioat:.ons of pupils' A ,
nm-oonfomanoe with the teacher's dnfmita.on of the pupi]. role. The -
inferences made in the research always suggest that the teaoher has
‘the "pmer" to control pupll behavior and to affect pupil self.-oonoept
The image is one of theteachet as thehubofthe olmsnwﬂwheel
with a "powexr" relationshmp extending from the teacher to all the pupils
who form the rimof the wheel. ‘ ' -

* While it is truegthat teachexo are vested with the "authority" ’ | | | q
to control pupil ;belmvior, that authority does not enpower the teacher | ‘
to 8o anything other than to demend, to invoke sanctions, and to
eject the pupil from the classxoom (or the school itself) as a last
resort: Pupil conformity, pupil obedienoe, and pupil acceptance of
the pupil role are behavioral manifestations of the pupils' internal-
ized vai.ue gystems, as any teacher confronted with pupils who have
no such values can testify.

.
S R R Y - S .“é’ . .
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In a very real sense. it is the pupil wbo i.mieat:g' the teacher

o with the!pwer to control, and the pow..r to affect both pupil leaming

s9¢s and selg—concept deveioment.. When_ “the pupil extends an
i relat:iohship tq the teacher,x i.e., "attending to the teacher,"
a racipmwal relatianship, nota midinectimal relatimship, is esta-

: '. blishe betweeh them, Ih /this reciotoc}al relationship, hoth pupils
ana teathers exert what Funt. (Nots 4) é‘pfines as "pun" of oues of
~ind ;iﬁa)ce which are "read" and selectiwfely adapted to in responses,

,aescribed "reading” and "flexing." '

| 'l‘he reciprocity based upon the exﬁension of a valw—based
relaticnship in the teaching—-learning tuat:ion where pupils attend
e j'satﬂteachersattendtopup s is esaentiallytlnsam

kind of r\lea,timship in wvhich teachers are credited with the power- to
affect pupil self—cmcept (Rash and Boriich‘ 1978) . 'nm; relationship,

. -called the aehgviaral Dialogue, describ&s the process in which the

pupil vests the teacher wit;h sigmficanée, that is unqualified accep-

| tance as a aoume of "self" reﬂection, ar g5 a salient other, a person

accepted with qmlifications and conditipnally valued for a specific
ﬁtmt.im “The classroom environment, includinq peers, and the physical
surroundings are also given a salient vairue. In all instances, .
the value and the power to influence are !conferred by the pupil, as |
illustrated in Figure 1. ‘
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., : ‘ LI

f‘ 'neachei‘s' f\mctions as signiflcint/sahent others in the behavmral

- @i ‘-;og\\nmf_the clasgsroom are thoge of reflecting pupils, mterpreting
¢ "‘r} their zbles, and devising their éxperiences and prcmdinq information. . ;- -
:"\ . Eadli.one of these functions is a t-heoretical source of data for the o

- .
. . f o

asmsment and evaluatzion of the'mmre of the pupils' experi@oes

o i t.he school context, and in aséoc.tation with the pupils' vhlue sys\:ems
g MMtea the positive or negative atfect of the events the -
- pupil 48 eucpetienciﬂg BN

‘ The why the teacher manages the classroan. mterprets and.deﬁnes
, | the pupil role in the leamina ptocems, applies classroan aisciplme,

:'»"iﬂ‘ selects pupils for 1 tatiom present@&nfomtidn, and providés
feedback to:the pupil all have within than an eleﬂent & mnectim. :

'intétpretatim, and infomttm that can, if the pupil 80 eiects,
L, < affpct tha pwil’s ooncept. of aelf, positively or negatively
f vhen maearchers present teacher behaviors as more or less: eﬁ&ctive
| in correlation with pupil acadenic achievement, the Airection of te
F ‘  pupil behavior mdicates a valu.'mq for, or at-léast an association with,
the teacher behavior Tt is possible, then, to draw inferences for -
- :pl@il valuing with regard to "self" from the behavior of the ‘teacher
- on one side of the dialogue, andtnebemviorofpupusa.memr"
2 ~ slde f}, with careful attention to any pupil trait variables such as high
3 or )m SES, pupil am;iety, pupil dependence, and pupil auconauy
f S We shall also take the position that Sere are other aspecbs of -
L the self besides self-est:eem, or perception of self-as-pupil, affected

by the exg
mi.wrsally accepted definitions of any "self" referencing constructs,

\ ' T 26 Ce

es of the clasamcm Since there are, as yet, mo

*
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and since the constructs m have prevmusly dew.sed are more useful,
b at least to us, in this context, we will also be utilizing those

xoonstructs in our 'GIS’CUSSJ.OIIS of the effeot of teacher behaviors on

pupil self-concept. This 'conétmct, ihich we call The General Self-

Ooncept is described in Kash and Bonch (1978) .

, - ' s In emmixﬂng the pupils' experiences, Weinstem and Fantini
o (1970) identified three ccmon concerns of pupils- first, a concérn

A

with self-imgandmththedeveloptent ofa sense of "WhoI an"” in
| ' rel»ticn to self and others, or self-identity, secondy,.a concern with a

4

:_ feeling of discomectedness, a problem of relevance, "Where do I fit,

in this world"; and third, a concern about eon ____,t_r_g__ of their lives, =~ -~

. whether they see then'selves as having significant thpact on their

| world or whether they see themselves as helpless‘in the face of auth~
orityorotl'ermﬂcmforces. ‘ d | : . ’
¢ I ~ our national posture has, in past decades, tended to produce -
& © . eflucational and other social policies inplicitly. ?; explicitly ained_
E‘ | ', ~at minimizing or reducing cultural and ethnic differences in attitudes,, |
; | 'custom, languages, and beheviors-—a post\.u'e a,ccurately caught by ‘the
metaphor of "the melting pot." Our présent stance seems more aptly
descrifed by a. "msaic” metaphor, where cultural and ethnic differ-
ences are seen as having posative value, both fotr those mm:mg them
_and for the society as a whole. Educational policy, then, ténds to
allcw for more divers.ity in these areas, acceptmg het:erogeneity where

' Onfﬁbamgeneity was required.

<




M _HE
;
-

24

ST T e e S 1)
N -

When low SES predicts academic experience and ach:.eveuent,

face a situa@n in which many such pupils are vxrttmlly guaranteed

i

negative experiences and achievements. As Bloom (}973) has_pointed

N i

out, "Successful experiénoes in school are no guarantee of a generally

-

, positive self-concept, but they increase the probabilities that ‘such
will be the case. In contrast, unsuocessful expenenoes in school
guarantee that the mdiv:.dual will develop a negative academic self-

: ¥

T T L SW Wev e

ooncept and increase the probabilitxes that he will have a generally
negative self-cmoept" (p 142) e ‘

.

Rt Lo ariiail
- = .

=
2

' Cautions tobe (bserved ODnoernmg the Rasearch Literature
Reseamh on eﬁfective teaching is intended to isolate and 1dentify

specific or general teacher behaviors that bring about positive pupil
| ' ' changes. 1f we had such intormation we could train new teachers to
: - behave in effeotlve ways, provide post-educatlonal éxperienoes for
' practicing teachers to inprove their pe).;fonmnoes, and easily mom.tor
the overall effectiveness. of the educatiopal process. _ |
'ﬁm:saﬂds’of person—hom:s (and oonpuber-hours) ' mﬂ‘lions of dollars,
and an. unmeasurable amount of thought and enet‘gy have been spent trying
. to bring about‘ such a state of affairs. ESpecially ‘in recent years,
literally hundreds of research studies have been reported in the litera-

" ture and scores more are either under way, in grant proposals, or
germinating in fertile minds. .
Considering the mass of data available to us in this review, it
' eea'ns appropriate to indioate same of the problems confrenting both :
_ the reviever and the efucator charged with drawing viable conclusions -

\ . L3

¢ , % ) ‘ 2'8
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;j . from this voluniw‘xe research literature. ’ ' : .
% ‘ - The evaluatim of any scientific study is a functién of many \ ' ‘
% '-factors, but certainly two of the most, important are captured in the ' |
] | following questions (1) Has this ‘research been replicated? (2)

1

| ~ Can the results of this study be generalized, i.e.s can we apply the

. _cbtained results under different circm\stances? ‘ L

. The first quest.lon, replicabih.ty, is basic to the advancement o Q

g T ~of scientifio kwdledge, whether the science be subatomic physics, X |
| | biochemistry, botany, or education. When a study-is done a seoond ’

(orthird, ornth) titre,mderthesaneconditions,arﬁthesane'

i | {or similar) results are cbtained, our confidence in the data is enor-

- . fously enhanced. mﬁshwesciemeisap.xblicptxe:mermaxgagedin

by fallible huran beings, our confidence is even further increased if e
. replications are perforrred by independent- imestigators—-again the ] , P

\?re the better. : _ \ Y

v

g e L S

s 'l‘heoperativephrasehereis"mﬂerthesaneeorﬁitims." As - T

we shall see, the teacher effectiveness 11terature is characterized ,

b an alnost overvhelming diversity of teacher and pupil sanples,
thodologies ' and observational techniques, statistical procedures,

Ty
e
-~ -

. f‘ - and outcame measurement instrurents. A related problem, as we shall also
-' Y

see, is that information necessary for replication ds often ambiguous |

or lacking entirely. Therefore, it is difficult to find many studies .
in this area which faeet even reasonably loose criteria of replicability. L 3

3
g
i

8
:
]
|
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 The seoond question, .éé'mraliiability; is equally crucial to the T

| mterpmtation of research resu‘lts and their translation i.nto policy. 8

When we*are dealmg with extrenely s:.mole phermena the generalizatlon | '.

issue may remin relatively insignificant, When, however, 'we are *

dealing with an area as rich in oouplexity as the teaching-leéarning . :

| prooass, we. must prooeed ‘with extrerre caution, When many variables are ;

T involved, the scientific method attenpts to hold all . but one variable j
L oonstant and see what happens to . at one variable under some treat-

ment. condition "If vnknown variables, or variables known 40 interact ' '» i;

- -with our chosen variable, are also present, obviously our conclu- | . "- .q

sions st be tentative and limited. oo . ”3

"The situati.on in regard to teacher eFfectlveness research is that L \

there are a lot of variables, varying across a lot of studies; and this * . '. . ”:,

fact, coupled with the above discussion of replicability, suggests . .
lthatwes}mldexerciseextrmecareindecidingMnar}dmfarwe" 1
éhould generalize £rom a particular study. | .

} here are other more specific caveats of which we should be aware. |
- One. relates to the fact that researchers often assure that teacher and -
pupil behaviors will be, related in a straightforward linear manner--

that is increases in one will always be associated with increases’ o .

in the other. In fact, such relatlonships are often curvilinear. For

exanple, an increase in teacher pralse may be associated with an increase

4 some pupil outcome=-up to & point. Beyond that point, further praise |

may become 80 expected and irrelevant‘ as to cause no further increase in

the pupil ‘outcome or even to reverse the effect. Several varieties of .

curvilinear relationships appear in the literature, and their inter-

-

30
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prététione are iﬁviouslf more complicated than those for more sinple
linear relationships. |
Another pfoblem relates to the fact that research results are, of '-

[ oL necessity, baeed on teachei:s who are under_observation, and who are

.- very much aware of that observation and its potential effects upon ’

( their teaching careers. As Barker and Weight (1955) have shown, most.

t f' * people tend w forget the fact of. observatmon over time. mver, most

; ' of the present research utilized observational techniques where such *
E . 'athiefactoroouldmtbewcpectedtooperate. !breover,Sawh(NDteS)

: found clear differenoes in behavior between teachers who knew they

%‘"" .wetebeingqbseu:vedandthosewhowerenotsurewheﬂ\erﬁweywere

* ' | being cbsexved or not. Speeifically, the former teachers were more "

‘ ‘use 19’9, oriticim. Sooh differenoes would surely be retleoted in mny

E’ of the research results er orted for’ teaoher effectiveness. In aaditipn, )

E the effects of obegrvemon i1 behaviors, have not been examined, I
i but can be assumed to have cmsequemes for teacher-pupil interactions,ﬂ )

! éither positive, negative, or both. Without a Glearer understanding,

L | . then, of the.ways in which intrusive observatim techniques affect

% ' teaching behaviors, we wé must be careful in generalizing results of )

F c observedélassroanteaGMrstoubseteacherswhenmtmﬂerobservatm'

E ] _or to other “teachers. |

2

Although there are a few experimental studies to be consideted in ..
t:his review, the bulk of the research is oorrelational in nature. In

»

?
fr

ot-her woikds, teacher behaviors are observed, pupxl behaviors are observed, .
and pupil outcomes arve measured. All of thisg takes place in the class-
roonm, which is characterized above all by teacher-pupil interactions.

.
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“In- thle oontext, we need- to remenber that teachei;-pupxl interactlons are
.__[.,ieeraetims-f-th?at is, teachere undoubtedly affect, their pup:mis '

t ile also affect: their ‘i:eaobers.' Oorrelati.oml techmques reflect

“fortwo (ormore) eventstooo'vary»-t;xey donotpmvide

', j )i,ifey of = .
: .. ai‘ﬂreviwersaxe amreofthe
i -f. eoefieients ahd are careful to 1 their B

g/ . often ferqotten beeause of the culturally ihg

teachers are the prime causal pgents in the claesroom, and;the tmder—
| standabiedesireorrthepartofﬂie reseaxcheroxrevi.evertopmvide
. praeticalandneaxﬁngfulanswerstoﬂieqmstimsposedbymeremrch
S The inportanoe of this problem lies in the fact, alludéd to above,’
| t:hat pupils do influence teachers. When, for exarple, Medley (1977)
cmcltﬂes that "'Ih_e effecuve ‘teacher maintains an env:mroment ‘that is
.. supportive, ...and free from disruptive behavior," it is easy to attri*-
| butecausalitytotheteaoherwhomanagestoacmeveandmintain such
conditions Homver, this teacher may have been presented with a class-

;o rocm full of mture, intelliqeﬁt responsible, notivated pup:.ls with

oo darstanding of and apprecition for the valueg of education.
, ' _' . Were this same teaoher to be confronted with another classroam, filled
. "‘ with trmature, less intelligent, irresponsible, unmotivated pupils
| , vihge values derive from an entirely different set qf experiential and
32
R X

e R T e R UL AMR IR I T TR e Ty
1




. 23, %, 3
ex‘tviruﬂ‘fentél. circﬁtétances, we_miqht\predict: the ‘presence of considerably - - "

nore disorderly 'behavior. And', in the second case, we mght be teupted | . ";l
to cmcm&e that pupils have caused . ' [
in that teacher s‘hehavior. Such a cor ,"iusion is also erroneous—- o
.again, we can only conslude that the iors § |
ci&ted-mt that one causes t‘.he othelJ . B o
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Part- 11, Représentative Results of Teacher Effectiveness Research

'Ilha fzéaéher effe@tlvenéss rweseamh to be considered represents

t:hé Q te Qf the art at ‘the present time Conceptually, - thiﬂ"‘féeearéh

Bar and pupil behaviors ooourring in a classroom. The .

@bservatlms, aﬁﬂ ebﬁfelations are e

mdél of teacher effectiveness researdm

" OIE aata base wlﬁdes eﬂmographic or ecological analyses of the |
' el progran mlmtim techniqlies, and c@,rrelational research
All of these mthoaolcagies result in oorrelational data. A reading of

. tat we are now in a posttion o draw oonclu-

siéns based onan emerglng consensus’ of replicated results from a variety
E\..——f - _65 r‘elal:-ively carpre}msive scmrcés We will report findings which can |

then be descri.bed as representative of those sources. . -

Raﬂ'gr than burden the body of this diswssion with extensive |

_ feferences, Appendix B presents a table relating specific fh\dings
&dentifisd by m'iber) to those references from which they were drawn

(identified by autﬁors) The references will be found in the Biblio~
graphy’,
“to forego the creativity of variable-namers and to collapse into one
category variablés which by definition seemed similar.

In constrwting th:.s table it was necessary in many instances

e 3
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thaﬁ donsists of observinq and’ recording identi- ‘
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S o "fu& -
b - mxg of idmhified teaghe.t behaviors appearing to be both relevam:

m “ ;’i,i ‘
ent to the discussions are also tabled, but all findi.ngs of

smjb'r studies that represent among them the

e tive to wr.purposes Other stnd).es offermg insights

ﬂﬁsestuﬁies mymt-appear Referencest:otheoriesammt@-
pre&tia\swinappearinﬂ\eboayofﬂ\etextaminﬂ\esibn-

swmry of findings .
. R . mime gpent actively engaged in Learning is
o positively comlated with pupil’ ad\ieveum{:. (1)

\

. Amount of allocated time for academix

v . . Yength of school day or year is positivaly
g o . correlated with pupil achievement if it is a

v’é-m . | _ oo factor in allocating time per .subject. (3)
' : ) . ‘ ' » i “’

: 3 , . .
. The most intensely. researched questions in terms of ba:eadt.h and

| scope, . with the most substantiataed results in tems of confirmation and
‘. mutiality across cirmtances, are those addressind t-.he relation-
[ | ship ‘of "time" to academic achievemerlt. The three basic gquestions
addressed were:

1. What is the relationship between the 1enqth of the school day

i« adﬁevmmt levels?

18 positively correlated with pupu acnievabm. (2)
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2. mat xs the relatmnship between time allocated to specific -
s\bject conhent and achievement levels in that subject? '
" 3. mat is the relationship btween actively engaged-pup:.l-tim

.within allocated-to-subject ti.me and achievement levels :m
. that subject? ’ -

: t’hree regearch st:udiesﬁmat aadress at least two of these

, estions in identifiably differentgeograpmcal ca.fbunstanées

!
. The first study 1s one undertaken by the Internatxonal Association

gor the Evalmtion of Educat»ional Achievanent, which has been in pu:o-

 gress for over a decade. This study included twenty—one countries,

17 ofwhichareclassified as Deve ggandtheranainingfouras
Developing countries. It evaluated the achieverent of student popula-
timsranqi.ngfranagétentothe finalyearofsecondaryeducatim, "

six subject areas (Farrell, 1977). The results of this study, specific

by

to the research questions, are: (1) While there is considerable variance
in the lenqth of school days and the nurber of days per year &cross
countries, these variables dia not predict academic achievement:; l-mever,
(2) the amlmt of time allocated to a specific sub:)ect: did predict
levels of academic achievement The more time pupils spent on a sub-
ject, the more they achieved. '

All of these factors, length of school day, allocated time, pupil-
engaqed time and measurable differences in program characterist:.cs
between schools come together in the rext study.

The Follow Through Classroom Obsexrvation Evaluation (Stallings
and Kaskowitz, ote 6) vos désigned to investigate the differentigl
effects of in-school, programs that were based®on different theories of

I PO

t




developient and education. These programs were i.nplemerga as extené,ions
‘. ‘of pre-school programs for the purpose of consolidating and maintaining
L. . the academic gains made by pupils enro}led in Head Start and similar
| pmjects. Seven pmgrams xepresenting amony them the theories gf '

-
[ 4

Dewey, Piaget, the English Infant School theory, and reinforcement
theory were selected for evaluation, along with non~Follow Through compari-- -
“gon populatims The 35 selected project sites covered all ¢ : ‘
aveas of theWited States, rural and urban locations, and several |
racial and ethnic minorities at first and third grade levels. The ’
‘study was focused on reading and mathematics instructim and ‘achieve-
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ff-: nelevane results indicated that the length of t:he school «!ay and ®
‘ the average time spent by the pupil enga‘ged in a reading or mathematics |
E _' - activity were related at bot'h first and third grada levels to higher

;" 'mdingmaamﬂmaticsscores Siﬁcethelengti':ofthesdmlday

E varied by as much as two hours among the schools in this study, the length

{ of the school Gay affected the anount of time that could be allocated to

% epecific subjects. o - | o

{ The ability level of each of the pupils in this study was assessed

E’  at entry into Kindergarten or first grade by the Wide Range Achievement

o Test  (WRAT). The 'investlgators concluded that classroom instructional

- ptocesses*gpredicted as much or more of the outcome score variances than
did entering scl'nol test ‘?rgs of children. Based upon these ﬂ.ndmgs,
they concluded that what occurs within a classroom does contribt;he to achieve-
ment in basic skills, good atﬁendance, and desired child behaviors. '

—~— [
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The Begiminq Teacher Evaluation Study, Phase II (Fisher, Berliner,
ahen, Dishaw, dnd Moore, Note, ) Gentified the fouowing

2. 'l'nepmportimoftime that students are engabe
is positively assoeiated with student lgarning,
Data on ailocated tine and - pupu engaged time werezcolleched av*r
period ‘in 25 second and 21 fm:h grade clas L ,_‘
a\oeaqainthewideva:iationinthemmuntoftﬂfe\ ocated to
subject content at both grade levels and the positive rela '
t:irae aﬁocated to subject content and pupil achievement weg*e confi.mad.:
E me‘ammt of allocated time sets a limit on the time spent with'a parhd.-
 oular subject content, and in that perise, limitstheanmmtbftima
pupil could be actively engaged in learning. In the fifth qrade :eadjnq
saﬁple of this study the range of average allotteﬂ time varied from |

apprommtely 60 to 140 minutes per QGay.
. In examining the relationship of allocated time to engaged time,

e i e B

i an equally large variance in the proportion of engaged time appeared

E from class to class and pupil.to pupil. Some classes had an average

g" éngaganent: rate of 50 percent while others reached an average app:coadung
. 90 percent. |

E ‘ e length of the school day does not predict pupil achievement in

" gpeoific content areas because {t does not reflecﬁ the time allocated to
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i a specific subject. However, it does create a press on the amount of ’

tin’e that can be allocated to subject content within a school day. The |

anount of allocated time per subject reflects the priorities of those ‘

11. who make the allocations. The anount: of pupil engaged cime reflects

l both the effectiveness of the teaching occurring in the classroom and the

E\\ _ valms (not’ivatims).'. as well as the aptft;uaes and abilities of the

, Time is an ev t:ant: factor of systematized learning processes. ;

' It is %ﬁo classify pqp}/s as Fast, Average, or Slow learners . | . v ‘

* defimd by a xatj.o of leakhing content over time. On the average, o | ;
nine mnths of a year allocated to specific curriculum content consti-— o ~i
tutesagradelevel ' ‘ ‘

Pupils who, because of their rate of leaming, do-not: cover the o

] assigned curricm‘xn objectives in the allocated amount of time may ‘ | g » ‘3

3 ‘benefit from an incteased amownt of t:imeassignedtétmsm : C -

micuim objéiws. Pupils who can covex the assigned cwrriculum -~ ' !

-dn the allocated anopt. of time may benefit fran an increase in allotted 4

time and an increase in curriculum dbjectives. 'Ihese are, to date, the ‘ o

essential elenents of both %ividualized instmct:mn by self—pabed ' | )

;. :

? miaﬂmmterialsahdability grouping by teachers. N
| " he issue of time—-in aclml, in the classroom, allocated, on-task-- . ] |
' " seems too dbvious to warran't mach more attention. Yet it is in these

areas that the most solid research regults exist and tﬁat the most

specific policy inplications le. Since time isfinite, the relative

cation of school time must inevitably involve trade-offs between

»
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and amng dlfferent actwitles. “fhe research ponc‘lusmns which strongly.
ggest ‘that ubm time sbent-—by pupils--in readmg and matlmaﬂcs
. elasses in the lower elemantary grades lead to increased achlevement
nevels in those subjeets, have the following inplicata,ons -
B First, we mist assume thatswhan increase in readingand
mﬂmtica time will lead to less time spent on other c'mb;gect: natter
and/ot on social, aesthet:ic, and recreational activities of a nbre

) bmadly educativé nature, further ‘overbalancing the classroom toward
|- cognitive rather than affectlve experiences. o

Y . - Secortd. we must also’ r;me the questmn of whether or mrt, within
time spans spedifically -ullocated to these subjects, theve a.te still
more or less effective teacher behaviors That is, mtlﬂng in this’
section suggests that we should not continue the search for effecti,ve

T A IeEy
. -
L

EE teachers. .

? | " Thipd, we need to remenber that these ‘results strongly eupha'size

; ' the central role of the pupil in investing the school and the teacher

!“ mthtmpmerhobeadm 'I‘hebottanhneispupiltm—m-task

E . With all other conditons optimized, it is thepupnswho will or will =
mtbemgagedinﬂmelearningtasksapreparedforthem ﬁgmhavebeen

; . a nurber ‘of different procedures used in the research for measuring ‘

such pupil behavior, all of which are inadequate in at least one sense

e S

One pupil skill which will forever e].ude any but the most.sensitive

i Sl

and sophisticahed observer, is the ability to a M to be on-task,
intently poring over textbook or work sheet, while act:ually dreandng bf
things far removed fmm the instructional content.,
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) ‘ggp'ils' Attending Behaviors and Teacher Effectiveness )

g | ‘Summ‘y' of findings: . | h )

E' : . .ﬁlpils.'" attending and cooperating behaviors differ- -

E,; o | entiate more and less effective tead'xexe

E‘ ' across pupik SES and grade levels. (4) .

- N . ~ ' ' . ! . ’ . ) )
?l | . . . | | Y -
E. e ) . - - \ q
S  wpeachers are assigned Po meet with groups ef students for ' .
: o

] T desi ted penods of time and to conduct acti,vities that i.m;olve

)\ na

PRE ?all students and have some educative justification. At a prox-
" mate level, the teacher's task engendered by this arraséenent )
® is to secure the cooperation of st:udente in classroom activities.

_Complications in gaining cooperation arise from the fact that

Vg LY Y E O R = T

students vary in their’abilities to atconplish academic tasks -«
avy and in thei.r‘ tnclmations 'co patticipate in claesroom activities.”
(Doyle, Note 8, p.4)
" By attending to the teacher, pupils indicate that ‘cl'»ey may be
vesting the teacher with the "power" to teach, and by accepting the

pupil m].e as, defined by the teacher, they indicate at 1east a value

G i E i i s
N T TR
. .
- .

:, - for adult, or teacher, authority. Iess effective teachers of lcw SES | . | ,' .
' early elementaty p‘uplls heve nore dev1ant, disruptive pupil behavior in B
% N | their classrooms. In high SES classrooms, pupil behaviors labeled .

. "as withdrawn and passive were negatively correlated with pupil acadenuc

SR achlevement. These behavior patterns could be interpreted as cues
. . that, at best, these pupils dld not fully understand the defim.tion of

the pupil role, and at worst, that the role was simply not accepted or
)




A8 damtrated by observed pupil behavior, more effective teachers
- of low 8BS pupils in the lower elenentary grades’ have pupils who could
T be described as having (1) a value for teacher authority; (2) a
¢ value: for. the teacher-aeﬁned role, and the perception of self as
« .+ Goer, ‘lea;rner, and knower r'eflect:ed in that role, and/or (3) a.value ,
for x appfoval. - - . L “ . -
In t.ems of observed pupil behaviors, both more and less effec- .
- tive teac!nrs of middle and High SES pupil populations have less deviant
and dz.smptive pup11 behaviors in their classroans From this evidence -

r 2
we can draw the inferenoe That when classrooms are characterized by

-pupil tending and W behaviors, and significant increases ‘

3 mlearningare not taking place, other factors related to teacher practioes . 4
" ox pupil characenstics st be more salient in ‘these classroogs.

Dixect and Indi t'reacmngmtﬂoqs o L o

Sum'aryoffindings~' L | o L ?

.+ Direct teaching methods are positively correlated with

pupil achievemer}t of lower-order cpgnitme objectlves. (5) - -,, -
. Direct teaching with slower pacing of learning object-

ives, is po'sitively correlated with achievenent of low : .‘ o : .

.
L]

SES pupils. (5) '
., Indirect teaching is negatlvely correlatéd with achievanent

at lower elementary grade levels and across SES levels. (7)

ot
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:
"lw() methods of' teaching that inoorporate characteristics of |
teaohez»centeredness and pupil-centeredness, with regard to the style
in which lesson content is ommnicated, are decribed respectively ,
as Direct teaching mﬂ“lndirect»teaching.
@ Direct teaching employs a stimulus/response model with immediate
evaluatxon of response, elements that are moorporated in. oondltlonmg,
programed learning, and oontingemy models. - It is considered tobea
highly appropriate and. effectxve method when the nature of the oogmtive f‘ |
| objectz.ve 1s convergent (focused on the one and only "right" answer as |
inlearning nmber facts or spellmg) , Or one of "decoding" or recall,ing .
_ | (assoca,atmg sounds and letter syn'bols, usmg phonemes ‘and word recogni- |
tion in reading) . | |
‘ | The appropriateness of this method appears to be substantiated by
research nesults indicatmg that pupil gains in academic achievement, ' . k
'at the basic ‘skills aoqu:.sitlon level, are- positively correlated w:.th |
teachers' direct teaching styles, ILow SES pupils have been shown to make -
: fgains in achievement when direct teaching was used and when subject '
'oontent was presented in smaller -amounts at a slower pace. Tallmadge
| (Note 9) has also identified ds.rect teaching as an effective me'chod in
remedial edwation, where basic sk:.lls acquistion is again the primary
" learning cbjective. ' |
' In epplying the bi:tect teaching mode to the presentation of subject .

content, the pupa.l role oou.ld be  interpreted ec ..ally narrowly and be con-
fined to drill, drill, ‘and more drill, in the task activities followmg

presentation. However, a creative use of materials a<® instructional

13
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"aids and more individual intergction with the teacher (or other adults
i.h the classroom) and discussion about the subject content can broaden R
the pupll's participating role and increase the opportunities for a ’
‘positive perception of self as doer, learmer, and knower that would be
valued by pupils in the formation of a positive concept of self—as-
pupiL -

' Indirect teaching a style oons:.dered to be more appropriate for .
. divergent learning tasks (developing and applymg mathematlcal ooncepts
to problen solving, analyzing context for word meaning, finding re-
latimships to form generalizatwns and discover princxples) and requiring
higher-order cognitive functioning, appears to have a limited role ~
at the early eienenta.r:{ levei. In the context of higher-order questioning,
a negative association of higher-order oognitxve functions with the achieve-
ment of pupils in elenentary grades has been found in the research.

" dhe fact that lower elementary subject content is characterlzed
by lower cognitive learning objectives does not nean that oconcept
&evelopnent is not occurring at these grade levels or even below. *
There is every reason to infer from the research and from knowledge
 of currlculum content that there is a role for indirect teaching
practices that relates to leaming at these grade levels, but that the
" effects cannot be measured by st!anda.rdized ach:.evement tests

- Tests administered to both Follow 'I‘hrough Project pupils and
control pupils produced significant infome}tion regarding the effects of
teaohing practices on pupils' self-perceptions. The cognitive level

and subject content for all the pupil populations was essentially the
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san'e However, in thoge progranms where pupil ¥les were broadened

.~

to allow some pup11 initiative, and access to a wider variety of acti-

o vit:i.es ‘and exploratory mater:.als, pup:Lls "learned to see the relation-

ship between parts and wholes" (Stallmgs. 1976, P- 47) . Pupils

M
in these. programs also showed more mdependent and more cooperative behévmr,

' #

'Ieacher Questioning Practio'esvi: Pupil Questioning Response Behaviors -
Sum'my of fmdmgs* o

o
AR
YT _,:rn

and -subject content. (9)

Higher-order questioning is negatwelv oorrelated with .
pupil achievement across SES, elementary grade levels
and subject content. *(8)

'Iawer—prder questioning is positmvely correlated with

pupil achlevement across. SES, elementary drade 1evels :

N +

More effective teachers of hlgh SES pupils permit pupl,ls
to take the initiative in asking for help. (10)

* More effective teachers of low SES puplls per31st in

questioning plpils and help them to respond (11)
More effective teachefs of both high and low SES pupils

* gauge questions at an approprigte level of difficulty. (12)

Questioning is one of the classroom teacher's most potent teaching

gkills. Questioning is the meansof obtaining feedback from the pupils

* that tells the teacher whether presentations are understood ox mis-

understood, whether procedures are clear or ambiguous, and whether the

U I

¥
}

o
f."
i
-
3
M

&

D it bt ad s

YY)




A X
A Al
[

P e

e

4
2
&
%
s,
~
. ...
T
»
Ep
73

T . ..
.

S

(
3
;.

- B ‘e - N . . - -‘ 3 3 M
WNR-agme o, e, T e e e ey

44

1eve1 of learm.ng is acceptable or \macceptable ‘They inform the

’ teacher as tb which pupils are haymg trouble and which pupils can be |

pected to g ahead with task aot1v1ties. Many of the verbal
mteractims in the ciassroom fall into the categones of teacher and

putsil questlming behaviors.

Lt o

The wiﬁely held bellef that h:Lgher-order questlom.ng wi.ll con-

. tribute to P\lpll gams in leaming was not substantiated by t.he researcm

' questions were negatively correlated with pupil academc

ga:ns acmss all SES groups, grade levels, and subgect content.
Ibwer—order questlons gauged at an appropr:.ate 1eve1 of diff:.culty
for pupil abllity and subgect content: were positively correlated with
pvpil gain across all SES groups grade levels, and academic subjects.
An appropriat:" level of dlff].Cﬁlty was defmed as challenging to pupils

,. ',ana not s:mply drawing upon. well-knmm inﬁomtion. f

e of calling on volunteerswis also correlated with pupil

achievatent across pupil pop\ﬂ,ations at these grade levels.
More effective teachers- of }ow SES pupils also persisted mth

' their q\gstio:ﬁng when pupils could not answer, and supplled process ,
- cues tao help puplls respond. More effective teachers of low SES pupils

also bended to ask questions in rotation, prov;ding opportunities

for all pupils to recite: K

More effectlve teachers of high SES pupmls tended to ask more

preduct questions requir:mg short answers . than process questlons

requiring long explanations. Rather thap persmting when pupils
failed to ahswer, teachers of high SES pupils tended to move along to

Ve
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) , anot‘her.P\Pil for cofrect answere.or supplied the oorrect ansv;rer “ ""
‘ | Segdent—imt).ated questioning oorrelated with pupil achievement . - | '\ > ) .1,
;._’; . gams across. all SES and grade levels, and academit subjects High | o }
l SES pupils tended to seek out teachers for questioning, low SES pupils . .
;’ - did not. High SES pup:Ll response behaviors of "callmg out" wer were . : B | j
g | positively correlated with pupil achievement in a mathematics ‘oontext; , B
this same behavior was negatively correlated with pup11 gain- in a )

| readinq context: for the same gFS group.

o | 7 fhese data g teacher questioning processes support the general . -
B contention that early elemen-ary puplls show gains when questions C | “;
, : are kept gt_ra;_ghtforward and relat).vely smple. This is in acocord o , ;
mth the fact that the material to be learned is staightforward and L 3
) __ cmvergent, 'l'he con513tent i.nd:.ng that higher-order questions oorre-_' ‘ ;
_ late negata.vely w:.t:h achievement may be interpreted as an argment . K E
’,-:_. | against ihe use of such que: ‘tions. However, this finding may , |
o ref}lect the fact that the use of, higher conceptual level thmking
- is not easily measured. It my aleo reflecrt: the fact that pupils have ‘ q
; | not had the opportunity to develop such ‘cognitive processes in the -

school experience ~Future research may resolve this question.

Teacher Praise
Sumary of £indings:
- | . Teacher praisé is positively correlated with the academic

achievement of low SES pupils. (13) e
. Teacher praise shiows either no relationship or negative

correlations with the acadendc achievement of high SES pupils. (14)

47 . . ‘
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It has beeh presmed in the research hypotheses of mve.stigatots g
‘ that pupils wi.ll respond to teacher pralse with increased pexformance. z
+ , aisé, acceptance, and approval haveM smgled out for | - i
emiaerabie stuay “The results of these ‘studies indicate that - , .
pupils "jj' nd aifferenually to teacher praise. | P i
' one of the difficulties confronted in exanining the research on
< ‘teacher praise and pupil achieveent has been the variety of operating
defin.ttims for praise " Scme measures have included all possi’ble
foms under a global term "praise," and others have differen ted |
) betrweeh the use of praise durmg instfuction and the use of praise as  * | 1
" a means of behavior contml Bs a speciﬁc teacher behavmr, praise ‘ ’*
is’ éorrelated with pupil achlevement;. However, when pup11 character- | , ; :
?; - istios such as sw are used as discriminators, teacher praise is. a !
- g shon to be wore highly correlated with the achievement of low SES -
‘ | pupils, and shows either no telatienshis? or a slightly negative re- ;
lationship with achievement of high SES pupils. . | b
These results suggest the nature of pupils' experiences with -
;.'"'. teacher pu:aise; and ﬂ'ieir individuel velues for it. It seems only' w
E A'reasonable to suspect tha*— pupils who receive a great deal of praise | 1
g\ ~ for their perfomances and products will "get used to it,"” and that _
E" pupils who are not performing and producing at an approved rate will

.9

be more impressed by a positive evaluation of their efforts. That may be
a possible explanation for the patterns of results:found-in-the- researchs-—- —--

e ‘f': 7 V'W'“#
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indings that suggest a closer yelation-

But .here are addltlonal £
and the way they respono to .

shiy between mdiv:.dual pupi.l values

X
o -
A
B
i

-

N

.:-{' praise.

? teachers' praise of pupils’ responses to opimoﬁ questions, bot a

; negative relationship with teachea;, praise for response to factual

? " qmstions among low SES pupils, apprcval-seekmg behaviurs wexe

g, b also found to be negatively -correlated with learn:mg gains A rela- |

E tionshlp suggesting the possib:.htyﬂ\at pupils who are dependent upon *

:‘ tead‘erSpraxséandapprovalaremehkelytobemtivated

Er | by that praise apd approval was reported by Hartup (1958). He fouod
achievement of

1
:

a positive relationship petween teacher praise and

girls, and of "dependent." boys.
It appears that teaphers' pm'aise i
encourage low SES pupils who value that positive reflection of their

performnoes. It does not seem to affect the alreadY‘positive percep~

l more likely to nbtivate and

E - tion of gelf-as-pupil held by high SES pupi.ls.
= Bvaluative Feedback ’

smtoargy of findings:

; . . Teachers' use of ovaluative feedback that directly relates
.  to pupils’. performances and ptoduc:ts is positwely related
to increased academic pexfo rmanoe by both hlgh and low
. ability pupils. (1%)
B ) S = - ¢
L
A ' o
' 19
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‘ 'I’ne po:mt at which both praise and criticism come together for
. pupils is the evaluative feeaaack offered by teac.hexs quh achievers
5 v=‘ . respcnd more positively to evalutwe feedback that includes’ crit:.cism
}e - of ghe:.r work than they do to teachers' praise and approval. Pmkup
} . and Anthony (1968) reported that pupils with low expectations for the
' success of thei.r work responded with more effort and higher ac.h:.everrent |
ls‘ when they were given the benefit of the doubt (received cnedit for par-
| tially qorrect answe:s) that resulted in hlgh?r grades than were .
The kind of self-fulflllmg prophecy that is often slated to
'teacher expectations for pupils is also relat.ed to pup:.ls' acpectations
" of their own successes and failu{:es. Pupils, too, are in a posxtxon

to influence the outcomes of their performances, but those who believe
: &xey will fail are more hkely to fail in the future.

T AT A x e oy o g e
’ R £ i Eopeigent 0 4 . hal . IR
. . .

In a very sinple and practical experiment, Pags (1958) investi-
gated the effeots of written teachef feggpack practices on, school ‘tests
- and found that low ach:.evmg puplls responded with better test scores
on subsequent testswhen teacher.s took the time to write evaluative and

- 4zcxrt;,)li.mermeu:y camments on then_-. test-papers. The effects of this practice

L2

i s S

were compared with giving only a number grade or letter mark, and writing
one-word caments like "excellent," "good,".or "poor" on the papers.

- Teachers in this study exbécted their high achieving ghpils to r,espond'

’ o nost favorably to the written comments, but it was the "F" students who

] w‘‘sﬁ?ﬁvm“fl‘mé“«;;i‘v}ﬁiieSt:‘g::'rirrs ofr subsequent testing.

_- | 50 o
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According to an e:c;;erinle,ntal study of pupils' expectations and
their refsp(;nse to negative and positive feedback (Crandall, Good and
Crandall, 1964), pupils who expect to stcceed, but experience failure,

' are more affected by failure than are those pupils who expect to fail
ard do fail. Likewise, pupxls who expect to fail and expenence suc-
cess are not as willing to atttibute success to theu: own ability and’ |
do not raise their expectations appreciably. For them, success is attri- .
butable to something outside of themselves, but failure is their om
responsibility. As far as expectations are cor;cerned, the Crandall r
study shows that success: cannot raise expectations as effectively as
fsf“‘lure'can 1ower thern ‘

'mis study also reported that the effects of positive and negative

. feedback were more lasting, and varied in their effect on subsequent
pupil performances. Pupilswho received positive feedback while perform-
i’ng'a 'caskandwtnwere then gent to perform the task without any -
feedback from an attending adult, were .'mclined to intarpret the lack
of feedback as criticism. Pupils who first. received critic:,sm for their |
performances and then experienced silence while performing with an
adult, were h)clined to interpret silence as approval.’

«  This same 'ptmﬁrenon was found in another experimental study ST
(Meichenbaum, Bowers and Ross, 1969) in which pupils who had experienced
a reduction in the amount of teacher criticism (and a reduction in the

'amount of teacher pra:xse as well) improved their academ.w scores,
Pupils who received rore teacher praise but no reductibn in the amount
:_»of criticism, hrproved their soores, but not as significantly as those

51
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who experienced a reduction in criticism.
* pupils who are achieving seem to value teacher's feedback when

it helps them solve problems they have identified. They also appeaf :
; ' o value criticiem as a motivator for improving their work. Low b .
* achievers appear to value teacher's praise and feedback as reflegtions

gress, and 4180 as a pésitive reflection of their own

‘ personal contributions. Pupils who are campelled to spend a good deal

o of time doing what they are told to do, in the way they are told to &

3 it, should value the opportinity to meke their own personal contri-

' butions. When teachers over-use praise, it can become a meaningless

| e&esmuntcan'tbewcenpexsonanyméan'tbeugeaasarea1masure
of a pupil's performance and products‘ ,.It becomes,. inst:ead, a character-
istic of the teacher. It is highly likely that continued criticism

" +has the same effect and when it si:rpiy desoribes the miserable state
a pupil 48 in, without any dnformation as to how to get out of it, the

b:pil's most likely recourse will be either not to take it personally

SR SRS L S

‘. or not to hear it. ' '
t_ . .
. Teacher Controlling Behaviors

, Gumary of findings:
- .« Teacher belittling of pupils is negatively correlated
ot

F with pupil achievement across SES groups, grade levels,

; . and subject content. (16)

} |

? Teachers' treatment of the class as one unit in pressuring

for peer control is negatively related to pupil aéhieve-

“ ment across SES. groups, grade levels, and subject content, (17) .

.
S .
.
.
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¢

. Bstablishing reascnable rules for class deportment and’

a following through with the application of consequences
_ . ' . is positively correlated with pupil achievement at the
h o elenentary level. (18)

)

4 . . g - .
v R
qeachers are in classrooms because they chose to be; pupils’ are
MMMMthom,MtMtommll factcanloanvery
large. Those puplls whdbarrive in the classroom ready to accept the

_.pupil role will pose féw problems. Those who arrive unprepared, or un-

op s R S O
s T
*

willing to acoept that' pupil role will provide all the problems a teacher
‘or a school can handle It is no surprise that maintaining discipline .

RPN TR TR
A i o

E . is a major concern of classmqn teachers and schoel principals. But
;f - had the pupil role {s defined and how teachers mamtain discipline is
. f.he core of many of the p::oblems of classroam discipline. .

r | The majority of the pupils in public school classroa'@. are not
= aeviantmaaismpave,maeymystinbembject;owamsu.

31- : . @ontroliing M&s that cause them enbarrassment, - hunilmtion and’

+ loss of self-cmfidawe In a survey of oollege students asked to describe
" thel¥ most negative and growth-inhibiting experience, interactions

: ‘with teachers wexe named as the priﬁary soﬁrces of such expel ienoes
E (humiliation, embarrassment, unfairness, destruction of self-oonfidence) '
even outdistancing parents and peers (Branan, 1972). )
In the research on beacher effectiveness ' littling, defined as

berating a child hefore t:he class, is negatively correlated with Pupill
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%‘-; ' achievenent: across grade levels and subject content. Another oohti'olé , ,
ling behavior found to be negatively correlated with p\ip:l.l achlevemmt
is defined as oneness, the practice of treating the whole group or class L

»

« as "one," inanefforttoemrtpeerpressuretommtamcontrol
elassrocm oontrollmg behavior found to be posit:.vely corre=-.

3

¥

E - 'iated with g:pi.l achieverent is. consig! of messa' “for pontml, _ :
dafined as giving a direction or thréat and following throughwith it." o
% | The two negatively correlated behaviors are those that equire = .

E Y wadversaryn concept of th; éa&a-mpiimlaﬁomﬂp. v'ne.achers o

2 who resort to belittling, shammg dlsgracmg, and Wumiliating pupils . R

E *_ intentionally camnt hope to estabhsh the relatlonsmp of trust necessary ) \\\\‘ o
% . | for a learning envimment. And teacherd who":q\sntute a "hostage | T -
' system Of ocontrol, meking othet'g y for behavior they can't omt:;ol, : -\ . )

:\ cannot expect children, to develop responsibility for their own behavior.
Teachers who set behavioral limits and estabhsh classroom rules -~ . . ‘1.

“and who apply them fairly, rather than indlscrminately, pranote self- ,'

sufficiency and pupil self-control. )
' . Task Strmtm:ing for, Cognititve f)eveloplmnt '
I., ' Sumaryoffindmgs' ’ ) ) '. o T
} . Structuring tasks for less direet oogm.tive control but with ' E
A
| behavioral contfol is positively correlated with pupil * . ' oo

achievement of higher-order cognij:_‘iye':objectives. (19) °

3 .
] . J
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| ; Whlled:rect instruction -has been oorrelated with achjevement. at’
3 | > those grbde levels where puplls are engaged in lower—order cognitive
s o tasks, there 18 emdence that teachers should pot c¢onsider nore to be-
| better in nsmg dlrect instructlon. There is an mdlcatlon that too
K m.\ch dﬁ@t teacl'gng an(% too c.losely structured acta.vmtxes had limiting
I / \effeéts on iearnmg and on the development of hlgher-Order oogmtive
' | sklllsr:' ’ . .'r ’
i Research :mdicateq th;t direct teachmg fa0111tates 1ea:mmg of
" lower-order cogmt:.ve objectlves, but that less dlrectnes_sb is indicated -
. for h.xgher-order cognitive objectives. In aconparati\ie aﬁalz{sis
of program effects of 'l'he Follow Through Project, it was fopnd that

one mdel of the prograxm highly structured m- desmn and based on

)

progra:med learnmg and oonditmning pnnclpizes, and whig.h had prev-
iously ranked high on me/asures of pup:.l academc gaJ.n, reversed ltS
status when weasures. for h.gh-level cognitive .object:.ve_%;_ and concept
development were mtfbduoed the following yea:f‘ . e _','

Where creat:.v:.ty and higher-order concept development are &e
objectivegx of the learm.ng ‘task, pupils should have né; freedom,
under supervxslon. Samre of this freedom can be obtained by structurmg
tasks so that pupils can apply understood rules and directions. This
not only offers an opportunity for the pupil to relate the impact of

his or.her skills to the learning task, but also increases the opportu-

nities to develdp constructive, cooperative behaviors (Torrance, 1971).
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‘_-_'neacher'ralkandPUPil ratk -] B .
' Sumary of ‘findings: . . 'S | .
A . Teacher clarity is positively correlated with pupil S | . .'
N academic achievement. (20) |

N Increg.sed levels'QE symool ﬁsaée_‘by pupils and teachers
(pupil questioni.ng,A discussion, reading' time in other

e | ~-‘subjects., tive aliocated to reading and mathematics) is

- positi\}ely. co;related with pupil achievement in reading .

3

_ and mathematics. (21)

., o o / sl S~

- Words and other sy:rbolic representations of .reality are the vﬁrking o o
< .' tools of education, and not much of what we call formal education can - L
take place w:n.thout them ngressmg from the acquis:.t:.on of basic - ' "
skilIs to the applicatlon of those skills represents a nove into a world
where ideas, just facts or concrete reality, exist (Bruner, 1971). .
Earlier research dwelt at some length on the ratlo of teacher talk
" to pupil talk. The results of this research were not very rewa.rd.mg
but the patterns of classroom interaction and commnication were hlghly
mformatlve Very 1itt1e of the research was done w:.th the learning
situation reported and, as a result, it.was d:.fflcult to tell whether a
high amount of teacher talk was recorded due to presentatlon of matenal
or a controlling tendency. "Pupil talk, unless it was related to subject
content, revealed more about off—task behavmr than the relatlonshlp

between pupil talk and pupil achievenent.

Q “ a 56
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‘In the Follow Through studies which incorporated several different
programs -for early, elementary educatlon, verbal dctivities, including
aot:.wtles related to other subjects, were assocxated with pupil gain. -
in readmg Other research at the fourth and flfth grade levels found
that dlscussmn about subject content was also oorrelated with achieve—
ment for middle and high SES puplls. '
| . In add:.tJ.on to- the mportance of feedback cammnicatmns, teacher
larity inpresentmg mformatlon was found to be correlated with the
academ'c achlevement of ‘pupils above the third grade level. Movmg
to hlgher-order cogmtlve tasks with expanding apphcatlons of the
basm.c sk:.lls to hlgher-oraer proces..es and concepts may bring the clanty
‘of presentatlms -into focus as a diffepentiating charactenst:.c of | ' " .
g effective teachers that is not aS' discernible at the lower elementary -
1evels.. ' \
At every level ’ and mcfceasingly so, tne process of education is
a verbal experlenoe When pupils lack, and cannot acquire, this key
to .the system, 1t is highly unl;kely that they will have a successful

- schooling experi.enoe.

. . - ~
Classroom Management P.ractioes
Summary of findings: ’
¢ . Small group mstruction is positively correlated with pupil

achievarent in the basic ski.lls at the first and second
grade levels. (22) |

.. “Whole class. instruction is positively correlated with

*




- ‘ . pupil achieven‘ent. in mathematics and reading at the

~higher levels of elementary educatlon. (23)
. Pupil—to—-pup11 tutoring and unsupervised md1v1dua1 or
small group work are negatlvely ‘cqrrelated with pupil
‘acﬁtieiwemnt at the early levels of elementary education. (24)

4

What to do,:how to do .it, and when to do it, pretty well describe '
the themes to be scripted by teachers, whether they are dealing'witn
classroom management or the structuring of learning. tasks. Research
-deSCfibing sueh themes is confined to a very few o,f’the elements that go |
mto classroom xranaganent One of the elements that does appear w:’.'th -

fé;ularity in the recent literature is the way pupils are grouped for
. . . N |
instruction. N . : S : - C,

-

. Whole ‘Class instruction. Organization of pupils fo;: Jeseson

- \ ¢ »

presentatlon shows a move from smaller groups at primary-levels to

Svmannd

whole ‘class instruct:.on at the higher levels of elementary educat:.on..

' At the third grade 1evel, Iarge group 1nstruct10n was correlated with
pup11 achlevement in both readmg and mathematlcs. In the fourth grade,
whole group mstruction was also correlated with greater pupJ.l gain,
in mathematics. i

Studies examining di'ff‘er'ences in whole group ‘and small group
presentations also investigated feedback situations,_.use of additional-
material and workbooks, and audiovisuals in relation to effective whole

class or large group instruction, but no consistent relationships were
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found. .

. Small Group and JIndividual Instruction. Small group instruction

was correlated with pupi]. gains aTt\the first grade level Included
m these conditions were more hlghly structured and more systemat:.c
| _mstructmnal patterns, more teacher-pupll mteractlon, and mtedlate
feedback and reinforcement of pupil respon‘szes. ‘These instructional,
patterns applied 1‘30 both reada.ng and nathen_atms achievement at this
grade level. |
| Indw:.dual attentlon, superv1sed seat work and small group work
:wei‘e also pos:.tively correlated with higher achi évement when the pupils
slxowed persistence in the assignments. Pupil-‘-to-pupll tutoring and
msuperViéed snall groups or ipdividual seat work were negatively |
oormlated with achlevement. o - § Cot
It appears that at the e&rly 1evels of :mstructlon, pup:.ls fare ! |
better w:.th closef teacher supermsmn and help " Pupils at the upper -
| levels appear to have aoqu:.red at. least a suff1c1ent amount oﬁ class-
* yoom behavmrs to be allowed more autonomy in the, learnmg précess. T -
‘ 'J.‘he pupil's one-to-one perception of the relaticnship mth his -
or her teacher would presgmably be es;tablished in either a small groupw o .
or whole class leatning s'it:Uat.ion.-i The opportinxitie‘s for more frequent , | .
 reflections and interpretations of pupil behavior from the teacher
can logJ.cally be presumed to be effectlve in developing a oonoept of
self-as-pup;.l as well as A means of remforcing oogmtive achievement,
By the third grade, pupils appear to have acquired a concept of the
behaviors that are expected in the classroom and this allows for the

*
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0 ) .

more effective \use of teacher time in presentipg lessons to larger |

‘ gmups or to. the | ¥
®

i Relating Teacher Pr

'., , . Pup:.lroles

. FER R - ERC

’ " and exploration, w:.th access to a wider variety of acti-
vities and material are posn.t.wely correlated w:.th measures | |

:f_- of pup:n.l mdeperﬂenoe, and Spatial concept developrent. (25) | v
.' T . 'neachers' attltudes and beliefs -expressed in classroom
;'f* behavmrs can posns;wely or negat&vely affect pupil
) performance and oppo:;tum.ty to learn (26) ‘
E - A-sueoe.ssful/ sctbolexpemence séems tohhavewlttﬂ:n 1tan image - _
} of the "self" ashaving some control over what haopms; a contrblthat "
g | stat\sfranmderstandingandkmwingwhattodo,tuntodon,and _
| .. “when to do it-vy-all derived from the tegcher's function of infogming, -
x o i reflecta.ng. 4nd interpreting in the classrocm environment. And in '
v : the course of aoquirmg a successful experlence, pupils are dependent
o upon the teachers' evaluation and feedback ‘of their progress and
r ‘ perfomances. _ A ) o ‘
F o An/ unsuccsssful school experienct seems to be characterized by
. an image of the "self" as having littler .itrol over the events in the

.class_{oan, a lack of understanding as to what to do, how to do it, and

60
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t. b ‘ \ . -
' when to do it. This results-in less initlati\)e less goal da.rected

. behavior, less participation in the process, and poorer products.

-

It also appears to.vesult in more deviant and disrupt_lve pupil

e
==
i
e
b\

. 'behavior. o . - -
The problems mvolved in studymg the relatlonshlp of self—conoept

a2
-

- development to teacher behaviors are far greater: than those oonfrontmg

research on cognitlve pupil gains and they are much farther from any

resolution. There is no foundation of solid research with regard to
" teacher belnviors. and their mpaot on pupils that could be applied to,

~or be used to inform any decision, But we can brmg together the teacher ‘ | ..
behavmrs 1dent1f1ed here as havmg an association with pupil achleve- ‘ |
L g | ment and a defined construct of self-concept that will allow us to con=
f' LT s,lder the possible relationships.
r o o . 'nests to both Follow Through Project pupils and control. pupils ., o
I ,' pﬁiﬁcéd‘sxgnrﬁean%—imformatmn_ regarding the effects of teaching prac-‘
= tioes on pupils' self-perceptions. The cognitive level and. subﬁct '

FERy
N

content for all the pupil populations were essentially the same. However, .

i.n those programs where pupil roles were broadened to allow some pup:.l
{nitiative, and access to wider variety of act1v1t1es and exploratory
temals, pupils "learned to see the .relationship between parts and

i

wholes (Stallmgs & Kaskowitz, Note 6, p. 47)." Pupils in these programs
also showed more independent and more cooperative behavior.
Administration of a measure of pupil's acceptance of responsibility

for their successes and failures (Intellectual Achlevement Responsibility

<
P
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_ Scale [Crandall, Ratkovsky and Crandall, 1965]) provided interesting
, results of program effects
-grade pup:.ls in programs that spent more time with subject

.

‘ oontmt and in practice, w:Lth .hJ.gh rates of praise from their teachers
(:1;he conditions that p:oduoed the hlghest rates of perfommance and ' 1
~ growth) tended "to accept reeponsibi-]ity'for their failures l:ut not
fg':r thelr success (p. 45)." Pupils in less structured and nore
flexible learnmg sif:uations ‘took 'responsibility for theixf ‘s‘ucoesses
but not their failures. Pupils in only one progran that was based -
on the prinoip‘les of the Engliish Infant School accepted responsit?ility s .
for both their swcesses and failures. '. o '
Intexprewd as pup:.l expenenoes that provmde reflections of the S
self through teacher behavmrs, pupils who accepted requns:.b:.hty for § . ‘-;,‘ '
| their fa:.lures but not their suocesses may have peroelved ttmvselves |

only as "approved" or "d:.sapproved, " and their ‘responses as a.ooeptable - -1 ' "‘?

“or unacceptable to the significant adult. -Academic performance;then; S

is perceived as a means of gaining approval, with the power of approval

and the standards for appmval vested in the teacher, a source dutside

of t.he self " Failure, however, reflects the pupil's inabllity to

gain approval, a condition directly attributable to the acts of the "self."
" Pupils who accepted responsibility for their successes and not

their fa:.lures may have aéquired a more positive perception of self as

having a pos:.tive inpact on their environment through their behaviors, but

may not yet have acquired a set of standards for academic behavmrs.

Therefore, failure in academic per formance is~defined by standards not




~yet aquired by the pupil.
~ Pupils who have a perceptlon of self as having responsmn.la.ty for

. both success and fallure can be seen as having an.understanding of the

hehaviors that gain approval and success, and a. knowledge of the standards N

to be applied. This would be defmed as a realistic, concept of self- | |

as-pupu .

'me clearest and most constant image a pupil receives in the class~
room is the image of "sel " that is formed by the teacher's reflectlons -.
and mterpretatlms of the pupil's performances and products. “The real
experiences of pupils, sgccessful and unsuccessful, are to be fournd
in the nature of these reflections and intexp‘retations, and in the |

- pupxl's response to them. The schoolmg experlence is idiosyncratic, -
: withm twomp:.ls in the same momwlth t:he same teacher havmg
-exactly the same expenence Regardless of how many other étudents in
the sdlool or how many pupi.ls in the class, the schooling experience
'ccmes down to "my schbol " "my class," "my teacher," and ultmately,

"y education.”

. . Iwo souroes ; that have an mpact on the nature of a pupil's '
schooling experience are teacher bias and teacher expec;tation mere \
is evidence in the research llter:ature that pupils' experiences can

| differ because of their cognitive abilities, their séx socio~economic
status, ethnicity, and race.

The génerally'held, belief that. girls are more suited to' the con-
trolled environmentof the classroom has been supported by reseaxch

indicating that girls receive more approval, but boys receive more
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attention, bot:h pos:Ltive and negatlve. Boys' performances are more
hlghly,pralsed when they are correct:, and boys' behavxors are nore "
harshly criticized (Lahaderne, Note 10; Meyer and 'I'hompson ' 1956,
McNen, 1964; Good and Brophy, 1972).

That teachers' beliefs can be translated into an effect on pup].l
perfomance and achievenent was demonstrated by Palardy (1969). This
study confirmed that. teachers who belleved boys learned to read more
slowly than girls produced readmg scores to confirm their behefs,
teachers who did not’ belleve there was a difference in the learning |

rates of boys and girls were equally able to substantiate thelr beliefs
4 ™

.,}'""

'lhe belief that teachers' expectatmons affect pupi*i IQ has not
been substantlated by research. However, there is ev:.denoe to support
‘the hypot.he51s that teacher expectations affect thelr behav:.ors, and
subsequently, the performance and achlevement of their pupils, Teachers .,

w:.th low expectations for theu' pupils are in a posit:.on to reduce the

subject content and 1imit the activities, thus : mfluencmg the per-
formance of their pupils. .
| ',leacher biases expressed as attitudes and behaviors in the class-
room become mﬂecf:xons ‘and mterpretatlons of. pup:.ls that affect the .
formation cf the sense of bodJ.ly self and ‘sense of self-identity
when related to physical traits. They are also sources for the
reflection and interpretation of the perférming self (the sense of 4
self-extension) and are, therefore, poeitive .and negative sources

for the sense of self-esteem.




failure and will have low self-esteem as’ a result is widely held by
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-

The behef that all pupils will be negatively raffected by academc
|
ec‘!ucators, whose values for educatlon are reflected in that belief.
There are, however, pupils who do not have a value for education and |
are, therefore, not affected by .academic failure. - Pupils can have

| yalues for the self related to physical traits and abilities,' or for

reference groups outside of the school situation that are more im-
portant ho them than a po;sitivé perception of self-as-pupil. The
problems these pupils present for teachers are ones of influencing
their valve systems and creating a va¥e for ac_ademié achievement.

-
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Part TII, concluding Comments >

: every teacher behavmor identified by research of. teacher

éffectiveness as having apositive or negative relationship to pupil’

. gains, any classroom teacher could respond with a "Yes, but..

| followed by an enumeration of possible oonditions or circumstances
that would alter the direction, or constrain the use of that parti—- 4
cvlar behavior. Teachers know that their behaviors have differen- ' ; ‘j
tial effects on ‘their pupils. What "works" as a motivator for one -
pupil can be utterly ineffective with another. An explanation that
produces new underst:andmg and carprebension for one’ group will leave

~
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" another group seill baffled, and a few pupils bored.
'neachers are already aware that pupils* tm\e-on-task is a cnn-

R ——e
PN

cal dmension related to the achievement levels within the class«- -
C

S e

room. The orientation of the teacher toward tnlg dimension, however,

| '-, is diffeient from that of the researcher. _The teacher looks at. the S
"‘ ' « . time needs of the majority of the-class and gauges presentatxons .

| ‘and tasks to accommodate thei.r learning rate and capaclty Those

pupils whose rate of learning is faster than that of the majonty

will spend less time on planned taskq and_ require add1tiona1 act1vi- -
ties. Those whose learning rate is lower than t.he class ma;or:.ty

will require more individual attention. T ‘

Researchers, on the other hand are looking for a signiflcan'\: ' St
relationship between ah operational_ly defined dimension and pupil

\

criterion outcomes, using the combined scores of all the pupils to




create a class mean. In a manner of speaking, this process distri-

butes ‘achievettent across the class, a.bsorbing both. x'extremes, the very
gh and very low scormg pup11s. In a like manner, the frequency of
an observed behavior, such as time-on-task, becomes a eomposite p:.cture
of a class or classes, and does not represent mdiv:Ldual pupil
behaviors.
. catposite pictm:es assenbled from the data are statistmal
representatmns of classroms, pupil rehaviors, and teacher behaviors.
'Ihe results of these studies do not tell us what should or oeuld be
happenmg in classrooms When more effective teachers of low SES pup1ls
are described as hav:.ng less deviant, disruptive pupll behaviors m
their classrooms, and less effective teachers are descnbed as having *
more of such behaviors, we cannot point to a causal direction. We do
not know what, behaviors or whose behaviors are caused by whom or what.
We do know_ that pupils who were less dev1ant and disruptive appeared to
* make more academc gains than pupils who wex‘e more deviant and dlsrup-
tive, thus g:wing, their teachers the class:.flcations of more and less
effectlve, respectively. In other words, the closer low SES pup11 o B -
behaviors resenble those of middle and upper SES pupils, the closer
the teaching ‘behaviors: of "rore- effect:we" «teachers of low SES pupxls
. resemble those of teachers of high SES pupils. ° '
None of these descriptlve process-product studies actually tell
- us what teachers should do to increase the academic achievements of
low SES pupils if they are not attending and on task. What would i

make the acquistion of basic skills iore relevant, more valued, and nore -
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.~ - gought after by these low achieving pupils is .t‘;he question sthill unans—.

o “w

v

Let us cons:.der agam the 1nternat10na1 IEA study - In. developed .~_,
countnes 1t was found that "home backgroun " vanables,acoounted for '
most of the variance in p\?n achlevement +In developmg countrles,
on the other hand,. "in school” variables accounted for more of t.he

[N

“variance. These findings reflect, among other thmgs, ¢he’ rurogenelty e

of such factors as level of teacher trainhing, presence of text:books,
. and so on, in the developed oountries canpared to the developmg coumfnes.
Along the school continuum there is ‘simply more vanatmn present m

- developing countnes. ‘ . S | !

\

When we turn to our own oountry, cerba:.nly deve»].opbd rather t.han.
developing, we lfind again ‘l.:hat .relative vdevelopnent -.1ev.e,1 is predic- '
tive of pupil achievement. ‘Although the Coleman report (1956) finds .
that "in school" variables are less mportant than "home backgmund

| s vanables, it also makes clear that "school factors make more d:.ffevence
m.achievanept for n.nnority group members (low SES) than for \thtes i
(middle SES),"” and that it is those children who come least prepared
to school...for whom the charaoteristicé of a school make the most ’
difference (p. 297)." |

For the majority of our pupils, then, the differences between the
-schools attended were not statistically significant along the dimensions |
measured by the Coleman survey. But tﬁis does not mean that échools |

(ox teachers) make no difference in pupil achievement. It only means




67

thét whatever makes this difference will be found within the schooling
experlence of pupils. .

Wnat is expene.ntlally sn.gnlflcant, rmever, is that SES does
make a difference. We can predlct that, for high SES pupils, "in schoo " |
vrriablies are more potent. 'I‘hati ‘ is, because of the match between their
attitules, values, and behaviars and those expected in our classrocns,
we p;:edict that these pu;:ils will 'have differential " éducétional exper-
iences, both positive and negai:ive. For low SES pupils, however,
because of the mismatch between their attitudes, values and behaviors
with those expected in our classrooms, we can predlct hlghly similar—
and negat:.ve--classroan experiences. : o

The experiences of pupils may, as | suggested by the research,
include a great deal: of dlrect teaching in the early years The
_question that must be raised with. regard to thls expenence, and in
‘the light of current research, is whether_ this process constitutes
educating in the broad sense of the wmgd,' or training in the narrow
sense of the word,.. |

Careful attention should be given to the ooﬁéequent achievement
of pupils who acquire bas:'.;: skills succ.e,ss‘fully throuéh direct teaching
practices. If their success in giving right answers does not increase
‘their ability to make decisions, direct their own behavior, set their
own. goals, and assume responsibility for their successés and failures,
we will not have moved toward eliminating SES as a predictor of academic

achievement. - ' =




The ordin:ary citizen' must be equipped, now more t.han ever, to
make informed decisions that deal with our national, and :mdeed,
global welfafe Daily dec:.s:n.ons of the marketplace are not just matters
of add;.t":lon and 'subtra_c-:mon, but of judgments based on knowledge of
iis’k and personal values.

(4
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1A Pupil-Centered Model for Research in

the Natural Setting of the Classroom

In Part I and in Appendix A to this paper we have presented a pupil-centered
model for research on teaching effectiveness. This model utilizes the natural
setting of £he classroom and in¢orporates current educational practices. It is
a simple change model based upon the premise that ‘the educational process is
intended as a treatment for changing students from a state of not knowing to know-
ing. Students are, therefore, the Input into the change system, the educational
exbérignce is the Treatment, and the changes inhgtgdent performance behavior is
the Outcome.

The unstated, but operating, hypothesis of every classroom is that the applied
treatment, that is, the conditions and experiences offered students, will address
the state of.the target population and produce desired dhanges in their performing |
" ‘behaviors. Measures of student outcomes indicate the mjbkh, or mismatch, between
student entry characteristics, the change treatment applied\ and the system-
prescribed outcome criteria. |

Tﬁe purpose of this model is to examine hypothesized relatdonships between
student characteristics, educétional treatments, and&student outébes. When it
is applied to descriptive studies, this model can be us. to identify differences
and similarities in sample student populations, applied treatnents,fihﬁ\student
outcomes. Applied to comparative studies, this model can be used as a guide for
documenting differential responses of identified sample populations to def}ned
and monitored‘educational treatments. Knowledge gained from both types of studies
can serve as the basis for designing experimental treatments for defined
_populations.

The practical purpose of this model is to identify the ways in which some
students can be said to be like some others by defined characteristics and
responses. By application of meta-analysis to accumulations of studies utilizing
»this model we may someday be able to identify the ways in which all students can
be said to be like all others in their characteristics and responses. However,
our present purpose is to provide a knowledge base for the treatment of student
differencés to achieve similarity in successful outcomes of the educational

process.

.
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Appendix A. A Model for Conceptualizing Teacher Effectiveness Research

¢ |

[
The following table presents a conceptual model for identifying

input variables (pupil characteristics), change process variables (teacher
characteristics, subject matter), and outcome variables (pupil cogni-
tive and affective.outome measures) known or assumed to be correlated
with effective teaching. We have provided both the three types of
variables and possible values or condifions vhich they fiight assume. /
The following discussion describes how these variables have (or have

————

not) been dealt with in the literature.

(Insert Table A here)
— ~

-
-

level (s) with which it deals. The vast majority deal with the early |
elementary gradés, a few extend upward ihto the upper elementary leveljs,-

and virtually none address either the junior or senior high school gr des.
Given the data on pupil cognitive, emotional, social and moral develop~ |

Pupil correlates
1. Age/grade level. BEvery study, of necessity, indicates the gra,ae
j

ment across these time spans; given the differences both in’variety
of materials studied and in teaching practices deemed appropriate as
grade level increases; and, finally, given the increasing importance
of the affective component of education(see below), very realquestions
mist be raised reganding the extent to which results obtained at the

79




Table A ,
Input-dlariables, Change Process Variables and Outcome Variables Known ‘
or Assumed to be Correlated with Effective Teaching

Input

Change Process Vol

Oa.ltéane

Pupil Characteristics:

age: K through 12 age: (20-29,...60-69): lower-order
‘'sex: male sex: male higher-order
female female Cognitive Time:
ethnicity: black ethnicity: black short~tetm
_brown brown long-term
red red Affective: school:
other ) other
SES: high SES: high
medium medium
’ low low
achievement: high achieverent: high
' medium " medium
/ , low . low
personality (multi- personality: (multi-
" dimensional) dimensional)

.

'Ib;acher Characteristics

experiences yes (con.)*
) yes (incon.)
- no
familiarity: not A or B**
| A, mot B
B, not.A
y A and B
subject matter: reading
mathematics
social studies
~ science
literaturé
(others)

Cognitive Skills

*he three levels of this variable correspond to (a) experienced teachers who achieve

consistently high or low learning gains with their pupils (b) experenced teachers who . "
are inconsistent in achieving learning gains with their pupils and (c) inexperienced teachers

 o“*A = pupils, B =curriculum. : _
ERIC | 80
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f ‘early elementary levels will generalize to the upper grades. Valuable

as sucf? “information undoubtedly is for the samples studied, the extra-
polation of such data to h&gher 'grades may be, irrelevant or even
&\n\temmdmtiw. | ~

2. Gender.” There is both experimental and correlational evidence °

indicating that teachers react differently to bdys and girls, that | “
girls and boys behave differently in some ways, and that there are sex
‘differences in relai;ien td both cognitive and affective pupil outcores.
Virtually ai.l the research re;/iev:ed in chis paper, however, has col-
lapsed scores across classrooms, grade levels, ané/or schools, so that /
z - ~ few statements can be made regarding possible teacher effectiveness
| differences as a function of pupil gender.’ | ,

Ethnicity. Recent decades have witnessed a rising awareness
of potential ethnic differences in the perceptlon of the school envi- )
ronment and in theachievment levels obtained by dlfferent minorities.
Black, C.'mcam, and Amerindian pupils manifest differences among them- |
selves, and all three groups together differ - from the wh:.te majority
in identifiable ways. When experimental studles carpare these groups
along some dJ.mension relevant to education, dlfferences are found more
often than not. While some studies do report results, both cognitive
and affective, in ethnic terms, the majority. do not, again collapsing

results across groups.

Indeed, the specific ethnic composition of the classrooms being
studied is often unclear. While many potentially relevant interactions ' -

undoubtedly exist within this ares, interactions betwéen pupil and

81
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" , a : ‘
teacher ethnicities, and between ethnicity and gender should serve to

remindus of the tomplexity of thedifferences we are ignoring in not R
~ considering ethnicity. _ : ' o

4. Socicecondmic status (SES) . 'This is a composite variable

ﬁsually assunéd’to" include such background factors as family‘:’i.ncare, ' - . ”»fff
parents' educational l'evels-, child-rearing practices, and language " T
experiences. Our society, nominally dexrocratic, recognizes t:he~ exis- |
tence of at least upper, middle, and lower classes- socig')logist;é extend ‘ ' | e
the categorizations to lower-middle, upper-upper, etc." Educational - - L :
researchers have found SES to be one of the rost important predlchors ‘
of cognitive and affective pup:Ll change, and SES designations accorrpany ) T
almost all studies (See Part I). }bw.-ver, if such‘categorized zjesu]'.ts - NS
are to be generalizable (and suwch stidies replicable) we need some’ . . - . ;
'consistent basis for classifying schools and pu /pils. Is the determina-
tmn based on ob}(ectlve data, proportion of pupxls usmg the free lunch’
program, the us# of upper and lower extremes, or medidn sphts based

on principals' ratings? All of these ‘techniques and more apsk.ar in the
literature, and often no way is .even provided for determining how the |
decision was made. ' | |

5. Previous achievement level. The fact that there are bright

pupils from poor packgrounds and dull pupils fram affluent backgrounds
inficates that SES and achievement are not perfectly correlated.

Each pupil, at least from grade one on, carries with him/her a record
of previous successes or failures whether based on, previous grades,

teacher ratings, and/or standardized IQ and gchie\)emént tests. Such
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.records at leastpartially détermine his ‘her placement into Fast/Slow

groupé and may determine how *he teacher perceives his/her potential
:(teacher expectancy effects). |

The argument for including achievement correlates can be illus-
trated by considering three teachers of equal ability confronted with,

respectively, an "all duwb" class, a "mixed" class, and an "all smart"

‘class. Other thmgs being equal, these teachers could end up bemg

ca.tegonzed as low-, medium-, and hlgh-effectlve teachers solely as

a function of puplls previous achievement levels. Yet this correlate,

“again, is lost in nost of the present research becausé of the tendency

4o deal with class or school averages.

6. PerSonality. We will be doing classroom teachers no great

service by inforining them that pupils have personalities and that
di€ferent pupils have different persdnal'ities. They differ aloné ’
measurable dimensions, in terms of traits including (but certainly
not limited to) anxiety, dependency, autonomy, aggression, conformity,
and locus of control. All of these dimensions have been studied
experimentally, and to deny their presence and importance in the
classroom is to emulate a quaint hablt df ,i;he ostrich. A particular
teacher behavior, e.g., criticism, will have much different effects
on: an extremely dependent pupil; a highly autonomp.s one; and one l
who does not value teacher comments at all. Although we may eagerly
anti .pate the day when effective teaching will take into account |

pupil personality, that day has not yet arrived. These variables
\
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play literally no part in the effectivencss results so far reported.

Indeed, again, we are given no information on personality variables.

Teacher ocrre.ates

1, Teachus characteristics. \ Teachers vary, as do pupils, on the

dimensions of age, gender, ethnicity, SES, previous achievement levels,

~and personality. It would be more than a little naive to expect the.

‘ same or even similar behaviors from a 21—year-oid black male of high

intelligence from a ghetto background and from a 65-year-old white
female of medium intelligence from an affluent suburb. And it would be
the height of folly to assume that such differences do not interact
with similar pupil differences.

Unfortunately, with a fewexperimental exceptions, all the riéﬁnesé

and diversity of teacher (and pupil) personality variables does not

«

appear as a significant factor in the research.

It is almost as if there is one monolithic teacher--ageléss, sex-
less, of no discernible race, of unknown background and urknowable
personality--teaéhing, drié ’similarly' neutered pupil. Broad generaliz-
ations across ‘such diversity'may confuse more than clarify questions ' '
of teacher effectiveness. Not only are teacher characteristics absent
as variables, the rele;rant information is usually completely absent, )

leaving the researcher interested in replication with nowhere to turn.

2. Teacher Experience. The operational definition of "teacher"

in effectiveness research has ranged from students enrolled ‘in intro~

ductory education classes through pre-service teacher trainees and

84 .
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student teachers to "line" teachers with widély varied levels o% ex-
per'ience.l Rarely if at all taken into account is the related issue of
a teabher'é exﬁérience with a particular subject matter or érade
level. Indeed, again, suéh descriptive data are rarely reported.

More importantly, it is known that in-service teachers are meas-
urably different both in terms of stability and competency, at least in
some respects. Using the criterion of pupil ooqmtlve ga::.ns on stand~

ardized achievement tests, Brophy and his associates have been able

to identify those teachers who produce consistently high(or consis~ _. '

tently low) pupil gains over a period of years: and those teachers

who show inconsistent patterns of gains over a'period of years. We can

have little confidence .in conclusions regaréing teacher effectiveness

‘when we do not know whether they are stable or consistent, or when we

do not" even know how the word "tdacher" has been def:med

3. Teacher fam:.llarlty The above discussion relates to how

long a teacher has been teaching. Whether teachmg is regarded as an

art or as a science, .most would agree that both artist and scientist

need at least some period of time in order to familiarize themselves

Wlth the parameters of their art or science, and to develop and stabilize

- their perfomances. A related 1ssue concerns those studles, some

experimental and some correlational, in which teachers are placed in
situations whére they are unfamiliar with exther the matenals or the
students to be taught; or where they are unfamiliar with both.  While
it is true that much valuab].e information may be acquired in this -~
manner, especiaxly relating to pre-service teacher tramlng, we must

agam question the propriety of grouping together studies of these
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kinds and studies where the teacher is familiar with both mteriale

and. pupils. The 'latter éituation more closely apprbximates the real-
.- life classxroom and genera] jzations across these durensmns shpuld be -

made with extrene care, if at all. And- there is no reason to expect

smdessful replication of a study\done under one .set of famharlty

comitlons if the rep]flcatlon fs based on a different set of such ’

etmd:.tions. | ) o ' NG .

. ! r

4. Subject matter. It is beoomng clear in the research that .

effective teachmg is a matter of subtly arrar-ging many spec1f1c be- .
« hav10rs and applying them differently at different times and with dlf- -
ferent puplls. This ﬁmdlng is relevant to the question of the sxib;ect
‘ being taught. Surely we might expect different behaviors to be dlffer—
-entlally effective m comunicating mathematics, try and. good
i - citizenship skills to elemeﬂtary pup:.ls And we might also expect
‘ . increased dlfferences in hlgher grades, where teachers deal w,;th core
* ‘subjects stlll, but also with hmena)<mg, woodworkmg, art, music,
driver education, sc:Lence, foreign 1angua§es, physical education,. and

)=' i

. 80 forth

'

Available research relies almost exclusiyely on studies of reading .
K ' and mathematics skills at lover grade levels. Again without questioning
the value of results for those subjects at those grade levels, their
generalizability is an empirical questbion that only "Euture' research

_ &
can answer. !

: Q . - . _ - 8()
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Outcome oorrelatss

-

Although we will oon51der cogrutive and affectlve outcomes sep-
e’fétely, it is inportant to remember that their separatlon is heuns—
tic enly. Any cognitive outcome has affective components and any
sffestive nmeasure will reflect cognitive aSpects as well. éi.milarly,
any ‘tfeacﬁer behavior will affgét not. sne or the other but both.

1. Coghitive ‘outcomes. our society tends to view education as
a primarily intellectual process, and our primary educ"ational goal is
to produce positive cognitive gamsuin -our pupils. We should not be
surprised to’ find that cognitive measures are the primary criteria fér
assessing effectlve teachmg. Virtually all such assessment is based
os standatdized achi?avenient tests. These instruments are convenient--
casy to obtain, administer, scote, 'and interpret--and are usualiy
psychcmetrlcally sound. But two questions ‘arise.

In the first place, standardized tests typlcally are based on the
rePall of specific mformatisn, and sanple prnuarlly lower-order
decoding skills. Surely at some point we must begin as well, to assess
the higher-order, encoding, mtegrative, interpretive, problem-—solvmg ,
skills of our pupils ™ date, this has been done vexy infrequently.

. Seoondly, such tests are usually given inmmediately or as soon as
poseuble after 1earm.ng experienc&e We have, in other words, no -
longltudinal data based on re-testing after specified time intervals.

We can thus begin to answex questions about the immediate effecte of
effective teaching, but cannot answei the critic who suggests that
those medsured gains may be. transitory and ephemeral. . Obviously our

overall goal relates to such long-temm changes and future research
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must give this problem high priority. »

%

2. Affective outcomes. Thgemeasurement of affective (emotional,

- self-concept) pupil outecﬁi_es, although their importffice has been rec-

ognized by most workers and stressed by some, has received much * less

attention in the ‘literetu:e. .Researchers are cognitively aware of the

" affective side of education. They are sophisticated enough to warn’

us not to expect simple one-to-one correspondences between: affective
and cogx11t1ve measures--a teacher behavior 1eading to positxve cogm.-
“tive change may have a neutral or even negatlve effect on a pupll'
self-concept. And they mllingly acknowledge that the relative impor-
tance of the affect:we realm becames increasingly mportant in the |

upper elenentaxy grades, Jum.or and senior hlgh schools. Nevertheless, .

affective measures figure much }ess strongly in our data base than do
cbgnitive measures. This inbalance is unfortunate. ‘Since school is
a required and shared experience of all our young people, we would not
be off the mark to suSpect that that experience is a major factor-
pos:.tive or negat:we-m the developrent of thexr affective lives.

Another concern related to genera] jzability is the vari:ty of
affective instruments used. When researchers talk about affect:.ve out-
eomee they may be referring to pupils' attitudes toward a particular
subject, toward their classroom as a whole, toward the school in gen-
eral, or to their self—o‘oricepts, either as students or overall. Just
as the different definitions of "teacher" .plagued us earlier, so the |
ambiguously iefefenced term "affective outcome" limits. our ability to
generalize ecress studies. ' |
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g © - ‘Let us close this discuesion with a somewhat broader question.

| If the effective teacher were to produce in her/his pupils only short-
term cognitive geins, whether lower- or higher-order skills, and only
ambiguous and short-term gains in self-concept, how would we evaluate
the educational process in general? Surely we waﬁt to produce citizens
capable of pursuing an occupation or profession, capable of ix{teracting
positively with other :pebpl'e ' capal;le of further self-directed learning

~and growth. Surely we want to produce adults who can adapt rapidly ’
and intelligently to a worlé of ever-increasing carplexity and change.
.Surely we want and desperately need people whoi can do their part in the
J vital task of working out solutions to those problems--international

(/ - and individual v%olence, poverty and starvation coexisting with over-

| indulging affluence, suicidal en\{irommrital degradation, rampant but

" mexamined techhological‘ expansion, 'social and personal alienation and
anxiety—-upon which our planetaxy survival depend. | |

S —_If effective t teachers, doing effective teachmg, do not have some

~ jmpact inthese larger contexts, then our future research efforts may

be determined, in a very real sense, by whether or not we have a future.
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